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ABSTRACT
The purpose of this study was to examine the effect of personalized professional
development (PPD) on induction teachers’ sense of teacher self-efficacy when employed
to address a teacher-identified, student-centered problem of practice using improvement
science. Induction teachers’ problem of practice focused on at least one of three areas:
instructional strategies, student engagement, and classroom management. The following
research questions were examined in this study:
1. What problems (e.g., instructional strategies, student engagement, classroom
management) are induction teachers encountering?
2. How does PPD affect teacher self-efficacy?
This study focused on PPD accomplished by means of a job-embedded approach tied to a
continuous improvement model through use of a networked improvement community
(NIC), the fishbone activity, and the Plan–Do–Study–Act (PDSA) model. Data collected
from interviews, field observation notes, and a focus group were analyzed using
deductive coding to identify key patterns and themes.
From this study, four themes emerged related to problems that induction teachers
encounter and the ways in which PPD affects teacher self-efficacy: (a) planning of
effective instructional strategies and teacher self-efficacy, (b) student engagement in
learning and teacher self-efficacy, (c) classroom management challenges and teacher selfefficacy, and (d) traditional professional development and teacher self-efficacy.
Prior findings, based on the Teachers’ Sense of Efficacy Scale, suggest that
induction teachers encounter problems related to instructional strategies, student
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engagement, and classroom management. Analysis of data for Research Question 1
revealed that induction teachers encountered problems helping students master letter
sounds. They also encountered challenges keeping students engaged and motivated in
learning, with some students being uninterested in assignments. Teachers also struggled
to teach students how to give one another specific feedback. Finally, teachers struggled
with classroom management and with getting students to work independently for
extended periods to complete work.
Research Question 2 focused on how PPD affects teacher self-efficacy. Key
findings included (1) the perceived benefits of a PPD improvement science intervention,
(2) development of teacher self-efficacy to support instructional strategies and student
engagement, and (3) a lack of development of teacher self-efficacy related to classroom
management. Data from this study show that use of improvement science helped teachers
increase their self-efficacy when addressing a teacher-identified, student-centered
problem of practice.
Teachers saw value in discussing problems of practice and strategies for
addressing each problem within the NIC. Participants also noted that traditional
professional development (PD) often misses the mark when addressing problems of
practice that are relevant to induction teachers, with PD frequently too generic.
Implications for practice and policy, along with recommendations for future research—
such as strategies for addressing the issues induction teachers face—are provided based
on the findings of this study.
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CHAPTER 1
PERSONALIZED PROFESSIONAL DEVELOPMENT USING IMPROVEMENT
SCIENCE: INDUCTION TEACHERS’ SENSE OF TEACHER SELF-EFFICACY
Teachers are an essential component of children’s development and play a crucial
role in the education system (Hattie, 2009). Much of the success of the U.S. educational
system hinges on teachers’ competence at and confidence in facilitating curriculum and
meeting student needs. Teacher self-efficacy refers to a teacher’s confidence in his or her
ability to promote students’ learning (Fives & Buehl, 2010; Hoy, 2000; Protheroe, 2008;
Tschannen-Moran & Hoy, 2001). Teachers who have the confidence needed to meet the
challenges of teaching are less likely to leave the profession (Berry & Shields, 2017;
Hattie, 2012). Lawmakers and district officials set goals and expectations for students
regularly, but teachers must be equipped with proper resources and confident in their
ability to help students achieve these goals.
Induction teachers are exiting the profession before reaching retirement age,
according to the Center for Educator Recruitment, Retention, and Advancement
(CERRA, 2017). Induction teachers are teachers who have fewer than 5 years’ teaching
experience. Nationally, research has shown that a significant number of teachers leave the
profession within their first 5 years of teaching (Fantilli & McDougall, 2009; Hong,
2010; Hughes, 2012; Lindqvist et al., 2014). This trend is hindering student achievement,
particularly among poor and minority students, and calls for investigation into induction
teachers’ sense of their self-efficacy, which is to say their confidence in their own ability
to teach (Johnson et al., 2005).
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Some researchers have suggested a correlation between levels of teacher selfefficacy and student achievement (Goddard et al., 2004). Although researchers have often
discussed teacher self-efficacy without also discussing teacher retention, the two are
intimately connected, as Jeon noted: “Teacher self-efficacy is also associated with
retention in the teaching workforce” (2017, p. 421). Likewise Bandura (2010) observed
that “unless people believe they can produce desired effects by their actions, they have
little incentive to undertake activities or to persevere in the face of difficulties” (p. 470).
Even in the face of challenges, teachers who have high levels of self-efficacy persist,
while criticizing students less than teachers who have low self-efficacy do (Gibson &
Dembo, 1984). Indeed, an improved sense of self-efficacy is related to the decision to
stay in the teaching profession (Johnson et al., 2005).
New teachers often enter the profession zealously, but many, faced with mounting
challenges, exit prematurely (Gray & Taie, 2015). Over the past two decades, teacher
attrition among first-year teachers in the United States has increased by nearly 40%, with
many teachers leaving before having completed 5 years on the job (Burke, 2014;
Ronfeldt & McQueen, 2017; Waterman & He, 2011). The high rate of teacher attrition
cannot be addressed simply through additional recruitment efforts—an oft-proposed
solution to addressing the shrinking pool of teachers (Cochran-Smith, 2004; Merrow,
1999; Papay et al., 2018). Merrow (1999), discussing this misguided focus on
recruitment, noted that
[the] pool keeps losing water because no one is paying attention to the leak . . . .
We’re misdiagnosing the problem as recruitment when it’s really retention. We
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train teachers poorly and then treat them badly . . . and so they leave in droves.
(para. 10)
What’s more, “[s]tudents in grade levels with higher turnover score lower in both English
language arts (ELA) and mathematics[,] and . . . these effects are particularly strong in
schools that are low-performing and predominantly Black” (Ronfeldt et al., 2013, p. 1).
Darling-Hammond and Sykes (2003) have contended that premature teacher attrition is
higher in low-income schools, which have historically been difficult to staff and are
disproportionately left with inexperienced and ill-prepared teachers.
Personalized professional development (PPD) is intended to provide teachers with
much-needed support that could help them stay in the classroom. PPD encourages
teachers to take part in planning and implementing professional learning that meets
individual teacher needs (Meeuwse & Mason, 2017). PPD offers teachers purposeful
opportunities to communicate with peers about problems of practice in ways that produce
immediate and direct interventions for application in the classroom (Bickman, 2014; Hall
& Trespalacios, 2019). A problem of practice is a specific, persistent, and contextualized
issue embedded in the work of a teacher that when addressed can lead to improved
understanding, experience, and outcomes (Perry, 2015). Because many teachers who exit
the profession do so during the induction years (CERRA, 2017), effective PPD may help
address teacher-identified problems of practice while retaining induction teachers through
their first 5 years and beyond.
Because Horn et al. (2017) noted the importance of strong facilitation to ensuring
that meaningful teacher learning occurs, this study incorporates strategies of
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improvement science to facilitate PPD. The Carnegie Foundation for the Advancement of
Teaching (2019) defines improvement science as a series of rapid tests of change that can
be used to guide the advancement, development, revision, and continued fine-tuning of
new tools, processes, work roles, and relationships. Improvement science is explicitly
designed to accelerate learning by doing (Carnegie Foundation for the Advancement of
Teaching, 2019). In this study, induction teachers in a fast-growing high-poverty district
in South Carolina identified a student-centered problem of practice and described how
participating in PPD that focused on the use of improvement science influenced their
sense of self-efficacy.
The setting for this study was a public school district (PSD) and to preserve
anonymity is referred to as such. In 2018, at the time of the last SC Report Card, PSD had
a student population of more than 30,000 (SC Report Card, 2018), a figure that increases
by several hundred students annually. The district is projected to build 20 schools over
the next 20 years (Carey et al., 2015). This growth is occurring in concert with a teacher
shortage in South Carolina. Amid such rapid growth, it is imperative that the district
retain current teachers, recruit new teachers, and find ways to heighten teacher efficacy,
which contributes to high job satisfaction and teacher retention (Hattie, 2012). PSD
currently employs about 2,500 teachers (SC Report Card, 2018), of whom about 800 are
induction teachers (i.e., those with 1–5 years of teaching experience in PSD). Because the
district loses approximately 300 induction teachers each year, induction teachers are the
focus of this study.
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This study examines the following research questions:
1. What problems (e.g., instructional strategies, student engagement, classroom
management) are induction teachers encountering?
2. How does PPD affect teacher self-efficacy?
Problem of Practice
Nationally, teachers are expected to address the needs of all students, particularly
those who underperform academically, yet many feel unsupported in this effort (Garcia &
Weiss, 2019; Hale, 2019). Data from the U.S. Department of Education’s National
Teacher and Principal Survey (2016) reveal that nearly 50% of teachers feel a lack of
support and encouragement. Walker, listing factors that help teacher feel supported, said,
“Obviously compensation is a major part of the issue, [and] improving teaching
environments would go a long way toward helping teachers feel more supported”
(Walker, 2019, para. 7). Teachers in South Carolina are no exception. The Profile of a
South Carolina Graduate (South Carolina Department of Education, 2019), which is a
visual reminder of the level of responsibility that teachers bear, is intended to guide all
that is done in support of college- and career-readiness, but retaining high-quality
teachers is central to meeting these goals (South Carolina Council on Competitiveness,
2015). PPD could help teachers prepare children to be the 21st-century learners described
in the profile even though many of South Carolina’s students are performing below grade
level (Adcox et al., 2018). However, poverty—one of South Carolina’s most pressing
problems—presents many challenges for teachers and students alike and makes the idea
of the 21st-century learner an increasingly distant one. In addition, professional

5

development for teachers remains largely cookie-cutter in nature, with changes needed to
mitigate some of these challenges (Schwartz, 2019).
According to the 2017–2018 State of South Carolina Report Card (2018), 61.2%
of the state’s children live in poverty—a condition associated with extracurricular
challenges that create obstacles to learning (Hansen-Thomas et al., 2016). Teachers of
rural students who live in poverty must address not only those students’ educational
needs but also their physiological and emotional needs (Hansen-Thomas et al., 2016).
The unrealistic expectation that rural teachers will do more with less is often enough to
drive good teachers out of rural schools, with those who remain often feeling unprepared
to meet the needs of students who live in poverty (Hansen-Thomas et al., 2016).
The cycle of academic underperformance is a sad legacy of rural communities
that continues to run rampant despite initiatives such as No Child Left Behind (NCLB)
Act of 2001 (2002) and Race to the Top (U.S. Department of Education, 2009).
Throughout the United States, students in rural schools consistently score below their
urban peers on norm-based tests (Mann, et. al., 2017). In South Carolina, the Post and
Courier series “Minimally Adequate” noted that “at 16 community high schools, mostly
straddling the impoverished Interstate 95 corridor, not a single student took an Advanced
Placement course exam last year while their counterparts in suburban Greenville,
Charleston and Columbia took thousands” (Adcox et al., 2018, p. 3). Rural students are
often overidentified for special education programs and are underserved (Skiba et al.,
2008). The overidentification of students for special education programs could indicate

6

teachers’ confidence in addressing the unique needs of children who come from poverty,
which is why professional development must be tailored to individual teachers’ needs.
Many teacher protests have erupted over the past year throughout the United
States (Hale, 2019). In them, teachers have expressed their low level of job satisfaction,
which has been linked to low teacher self-efficacy (Nathaniel et al., 2016). In a Forbes
article titled “It’s Not All About the Money: To Understand Teacher Protests, Look
Beyond Low Pay,” Milgrom-Elcott (2018) noted that “[t]eachers overwhelmingly lack
time for their own professional development, and they do not feel supported to
experiment with their lessons or collaborate with other teachers” (p. 3). In South
Carolina, protests saw thousands of teachers walking out of their classrooms on May 1,
2019, to show their dissatisfaction with current expectations for teachers and lack of
legislative support (Hale, 2019). In the South Carolina for Education (SCforEd) protest,
educators sought additional support (e.g., increased pay, smaller class sizes, reduced
testing).
Other concerns have also been raised. Veteran educator Michael Delaney
expressing the need for proper training for new teachers, stated that “new teachers are
often unprepared to teach in high-poverty schools” (Lee, 2019, para. 10). SCforEd board
member Nicole Walker has echoed this concern when discussing the rise of alternative
certification programs in South Carolina:
We’re concerned about the number of pathways that have been opened to
bringing teachers into a classroom that don’t have an educational background.
There is more to teaching than just to know a subject matter. If you don’t know
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child psychology, if you don’t have classroom management, then it’s really going
to be a difficult time for you as a teacher and that has ramifications for students,
for buildings, for other teachers. We’re really worried about that. (Scarlette, 2019)
It is important that teachers participate in educational advocacy such as SCforEd
and contribute to the formation of educational policy. According to a study of 250
teachers by Hinnant-Crawford (2016), teachers who believe that they can influence
educational policy tend to have higher levels of teacher self-efficacy. Although some
teachers in South Carolina have felt compelled to protest conditions, others have chosen
to simply exit the profession, which may indicate a lowered sense of self-efficacy, as
Strauss (2019) noted in the Washington Post:
That sums up the state of public education in South Carolina, where thousands of
teachers quit each year because they say they are underpaid—with some taking
second and third jobs to pay their bills—and are expected to fill out near-endless
paperwork while working hours long past the end of the school day. (para. 5)
Not surprisingly, the expectation that teachers will do more with less is often a point of
frustration.
South Carolina is experiencing a mass exodus of teachers who have fewer than 5
years of teaching experience (CERRA, 2019). At the beginning of each school year,
CERRA conducts the South Carolina Annual Educator Supply and Demand Survey
among all 82 public school districts in the state. The survey’s primary purpose is to
collect information about the rate at which certified teachers are entering the profession,
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the number of teachers who are leaving their classrooms, and the number of vacant
teaching positions (CERRA, 2017).
According to CERRA, induction teachers are leaving the profession at an
alarming rate in South Carolina. In fact, over the past 3 years, South Carolina districts
have seen a steady increase in the number of teachers leaving the profession who have
1 to 5 years of experience (CERRA, 2017): 22% of first-year teachers hired in South
Carolina for the 2016–2017 school year left their positions during or at the end of that
school year and are no longer teaching in any public school district in the state (CERRA,
2017). Worse still, in 2017–2018, 25% of first-year teachers hired left their positions
during or at the end of the school year and are no longer teaching in any public school in
the state (CERRA, 2018).
As of the 2018–2019 school year, 28% of first-year teachers hired did not return
to teach the following school year (CERRA, 2019)—an increase of 6 percentage points
over the course of 3 years. In addition, beginning teachers who had 5 or fewer years of
experience in a South Carolina public school classroom constituted 36% of all departing
teachers for the 2018–2019 school year (CERRA, 2019).
Teacher Self-Efficacy and Teacher Retention
The data on teacher retention in South Carolina warrant further investigation on
how teachers’ sense of teacher self-efficacy may be linked to the desire to stay in the
profession. The number of vacant teaching positions in South Carolina is increasing, and
the teacher shortage is growing, with colleges unable to prepare enough new teachers to
fill the vacancies. South Carolina districts reported having 621 vacant teaching
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positions—a 13% increase in the figure reported at the beginning of the 2017–2018
school year and a 29% increase from 2016–2017 (CERRA, 2017). During the 2017–2018
school year, in-state teacher preparation programs produced only 1,642 teachers, but the
state had 7,600 full-time employee (FTE) individual vacancies with an allocation of
1.0—an increase of 4%, or nearly 300 FTEs, from the previous year (CERRA, 2017). A
decline in the number of college students choosing teaching as a profession has seen too
few new teachers trained to fill vacancies in the state each year. During the 2013–2014
school year, in-state prepared teachers made up nearly a third of new hires in South
Carolina (CERRA, 2019). During the 2017–2018 school year, only 21% of new hires had
graduated from an in-state teacher preparation program (CERRA, 2019). Preparation of
new teachers has not been sufficient to address teacher attrition in the state.
Teacher self-efficacy levels directly affect new teachers’ decision about whether
to remain in the profession. De Neve and Devos (2017) noted that “[p]ath analysis
revealed that teacher self-efficacy and affective commitment directly reduced the
intention to leave the job” (p. 6). New teachers often weigh their sense of effectiveness
with students when deciding to leave the profession; at least 6% of new teachers leave
because they feel they lack the ability to influence student outcomes (Ingersoll & Smith,
2003; Stockard & Lehman, 2004). What’s more, poor student behavior and discipline
problems are linked to emotional exhaustion and lowered job satisfaction for teachers
(Skaalvik & Skaalvik, 2011). Teacher self-efficacy levels may be affected by several
factors and may present themselves in a number of ways. For one, through media and
word of mouth, many people hear about what teachers endure. In a newspaper article in
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The State, titled “Classrooms in Crisis: Why SC Teachers Are Leaving in Record
Numbers,” Self (2018) noted the struggles that South Carolina’s teachers face:
Average annual pay that is below the Southeastern average, heavy workloads that
require far more than 40 hours each week, a teach-to-the-test culture and a lack of
support from bosses and parents are driving S.C. teachers away in record
numbers. (para. 6)
Lawmakers and district leaders in South Carolina should fully acknowledge the
challenges teachers face when addressing ways of improving teacher self-efficacy.
Strauss (2019) described the conditions facing teachers in South Carolina and
across the nation by reprinting a resignation letter submitted by a Charleston-area
elementary school teacher. This letter is yet another symptom of a bigger problem related
to teacher self-efficacy: The unrealistic demands of teaching leave teachers feeling less
confident in their ability to meet these demands, lowering teacher self-efficacy (Strauss,
2019).
An endless series of stories about how teachers feel overwhelmed and underpaid
has painted a very undesirable picture of the teaching profession, contributing to a sharp
decline in college students’ choice of teaching as a profession (CERRA, 2017). Teachers
who choose the profession and struggle with self-efficacy express that struggle in various
ways, including by publicly expressing their disappointment at their lack of legislative
support while complaining that the current state of education in South Carolina leaves
them unprepared to meet the intensifying challenges of teaching. At the 2019 SCforEd
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rally, for example, teachers made many requests of the legislature that they believed
would help better equip them to do their job (Hale, 2019).
Significance of This Study
Teachers need additional support but are tired of cookie-cutter professional
development (Schwartz, 2019). They want authentic experiences that directly translate
into their classrooms and their professional practice (Lotter et al., 2016). For years,
professional development has taken a one-size-fits-all approach (Berry & Shields, 2017).
Countless dollars are spent annually on workshops, sessions, and conferences, yet
teachers leave with higher levels of frustration and lower levels of teacher self-efficacy
(Rucker, 2018). Although many of these professional development sessions provide
valuable information, teachers are often left to figure out how they can apply their
learning to the students in their classroom. Many teachers struggle to see how the
information provided is relevant to their students and schools—or simply have no idea
how to translate it into practice (Darling-Hammond et al., 2017). Curriculum
development for students has undergone a substantial shift toward personalized learning
(Pane et al., 2015). Professional development for teachers, however, remains largely
cookie-cutter in nature (Schwartz, 2019). But how can a generic professional
development approach be justified when teachers are expected to personalize learning for
children? Just as education of children has evolved, so also must professional
development for their teachers.
Some efforts to personalize teacher learning are under way in South Carolina. For
example, White Knoll High School in Lexington County, South Carolina, is exploring
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PPD as an integral part of personalized learning (Smith, 2019). Rebecca Mills, the
instructional coach at White Knoll, stated, “We started thinking about how we could
tweak weekly staff development, so we had more time to talk with teachers” (Smith,
2019, p. 2). She also noted that “[w]e wanted to know if what we were offering teachers
was what they needed most as they designed their lessons” (Smith, 2019, p. 2). Likewise,
PSD, the setting for this study, recently became a Carolina Teacher Induction Program
(TIP) school district, pursuant to which recent graduates from a local university may be
assigned a mentor by the college for 3 years after graduation (Deaton et al., 2019). The
mentor’s primary role is to address the self-identified needs of these teachers: “So far, the
program is in its third year of operation and serves roughly 100 teachers. Thus far, the
program has maintained a 100% retention rate,” which could be related to the program
success or to self-selection of participating teachers (Deaton et al., 2019). Such initiatives
offer insights into how to effectively provide PPD to teachers, but they are limited to
teachers in participating school districts or recent graduates, depending on the university.
This study presents a PPD approach that can be applied to all schools across the state
while amassing a body of knowledge about PPD for teachers not only in South Carolina
but also in similar settings across the nation.
Positionality
Throughout my 17-year tenure in public education, I have been curious about
effective strategies for aiding induction teachers. This curiosity stems from my first few
years of teaching, which were very rewarding yet at times overwhelming. My interest in
conducting this research is also based on my desire to make professional development
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more user-specific. Many traditional professional development sessions use a “sit and
git” format, in which a presenter shares a prepared presentation that is used for required
induction teacher training year after year. Induction teachers attend such training to meet
requirements, regardless of whether the information is relevant to their needs. As an
induction teacher, I attended sessions like this and often left feeling very disappointed. If
the information I learned was not applicable to me or to my students’ immediate needs, I
dismissed it as insignificant.
During my career, I have served in roles that have given me the opportunity to
serve as a coach for struggling induction teachers, providing them with district-approved
professional development. I will never forget the glazed look of some induction teachers
after they sat through an hour-long training session that failed to get to the heart of their
needs. My role as a coach was more fulfilling, because it let me meet with induction
teachers and strategize ways of addressing their specific area of concern. The relief on the
induction teachers’ faces made it clear to me that personalizing professional development
is essential to meeting the needs of induction teachers. This study focuses on a format for
professional development that provides an innovative approach to supporting induction
teachers.
Limitations of the Study
Case studies aid in the development of high-quality experiences for participants,
but this methodology has its limitations. Various limitations or methodological choices
could thus limit the findings of this study: (a) data were collected from a small sample of
induction teachers; (b) participants in this study worked at one school, limiting diverse
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representation of school climates and needs; (c) no numerical representation was used in
this study; (d) my own subjectivity may have influenced the case study; and (e) this study
will be difficult to replicate in other schools. When conducting research, researchers who
use the case study methodology should be aware of the limitations of this method and
implement strategies for overcoming them. Such strategies used in this study included
reviewing data using appropriate research methods, such as deductive coding, to identify
themes from the data and reduce researcher bias.
In Chapter 2, I describe the importance of this study and its purpose in addressing
the research questions:
1. What problems (e.g., instructional strategies, student engagement, classroom
management) are induction teachers encountering?
2. How does PPD affect teacher self-efficacy?
I also explain the research design and delimitation of the study, concluding by
summarizing and justifying the methodology.

15

CHAPTER 2
REVIEW OF THE LITERATURE
Teachers report higher levels of job satisfaction when they have a sense of selfefficacy or see themselves as being equipped to meet the challenges of teaching (Hoy &
Miskel, 2001). Because research has shown a link between teacher retention and student
achievement, educational research is needed that explores ways of improving teacher
self-efficacy and retaining teachers during the difficult first 5 years (Fuglei, 2013; Gibson
& Dembo, 1984; Hattie, 2009, 2012; Tschannen-Moran et al., 1998). Rethinking support
for induction teachers during the first 5 years, through sustained PPD, may improve job
satisfaction and teacher retention.
Teachers’ level of preparation and route to professional certification affects their
professional development needs. Teachers, like students, are individuals who enter
classrooms with varied ability levels and experiences. Teacher preparation programs
across the country vary in numerous ways, so neither teacher training nor student
teaching experiences should be identical (Darling-Hammond et al., 2002). Some colleges
have student teachers start the school year in August so that they can witness an entire
school year from start to finish; other colleges begin the student teaching experience in
the spring, after protocols have been established in classrooms. Varying degrees of
preparation can make a significant difference when student teachers become teachers of
record in their own classrooms (Darling-Hammond et al., 2002).
The preparation experiences of alternatively certified teachers can vary even more
widely (Kee, 2012). These teachers are often career changers of diverse ages, races, and
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degree levels (Partelow et al., 2017). Programs for alternatively certified teachers are on
the rise as South Carolina tries to fill vacancies left by teachers who would are no longer
prepared by traditional college and university teacher preparation programs within the
state. Since 2012, the number of students entering traditional teacher preparation in South
Carolina has declined by nearly 30% (CERRA, 2017). High rates of attrition among
teachers who have 1 to 5 years of experience, low interest in the teaching profession
across the state, and low levels of job satisfaction among teachers in South Carolina are
indicators that teacher self-efficacy is a problem in the state.
A study of teacher self-efficacy is needed, considering the high levels of attrition
of teachers in South Carolina, to examine the effect of PPD on teachers’ sense of selfefficacy, which is a factor in improving teacher retention and increasing job satisfaction.
According to a study conducted by DeMonte (2013) at the Center for American Progress,
traditional professional development led by an outside consultant is often too generic and
disconnected from the everyday specific problems of practice that teachers face
(DeMonte, 2013). This research explored professional development and teacher sense of
self-efficacy among teachers in South Carolina, a concept few other studies have
analyzed (Liu & Liao, 2019).
This literature review focuses on teacher self-efficacy, PPD, and the tools of
improvement science. Existing research is organized into four categories:
(a) understanding teacher self-efficacy, (b) sources of teacher self-efficacy, (c) PPD, and
(d) improvement science. The concepts outlined can shed light on how induction
teachers’ sense of teacher self-efficacy is affected when PPD and improvement science
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tools are used to address a student-centered problem of practice, as displayed in the
conceptual framework depicted in Figure 2.1. As this figure shows, improvement science
tools, personalized professional development, and student-centered problems of practice
combine to influence teachers’ sense of teacher self-efficacy.
Figure 2.1
Sense of Teacher Self-Efficacy Conceptual Framework

Improvement
Science Tools

Student-Centered
Problem of
Practice

Increased Sense of
Teacher SelfEfficacy

Personalized
Professional
Development
(PPD)

The literature review provides a deeper understanding of this conceptual
framework and explains how the categories influence teacher self-efficacy related to
student engagement, instructional practices, and classroom management. Improvement
science and PPD are built around individual teachers’ needs and complex working
classroom dynamics.
Theoretical Framework
This study is grounded in the principles of Bandura’s (1997) social cognitive
theory (SCT), in which self-efficacy refers to an individual’s beliefs about his or her
ability to effectively complete a task. In addition, Tschannen-Moran and Hoy’s (2001)
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Teachers’ Sense of Efficacy Scale (TSES; Appendix A), which is grounded in Bandura’s
SCT of self-efficacy, was used to inform qualitative data collection. This study measured
teachers’ perceived sense of self-efficacy while they participated in PPD. It also focused
on incorporating certain principles of improvement science into PPD. Effective PPD for
teachers is often characterized as being of sustained duration (Berry & Shields, 2017).
PPD goes beyond the traditional “sit and get” and is an intervention that enters the
classroom to address a teacher’s specific self-identified needs.
Collaboration is a key component of effective professional development (Simon
& Johnson, 2015). A networked improvement community (NIC), as described by Bryk
et al. (2015), provides a level of collaboration that teachers often tout as effective. This
study used the following conceptual framework (Figure 2.2) to personalize professional
development for teachers to determine how PPD and improvement science strategies
such as the Plan–Do–Study–Act (PDSA) cycle affected teacher self-efficacy. The
following graphic displays the three concepts that guided this study’s analysis of
induction teachers’ self-efficacy, representing the ways in which a teacher-identified
problem of practice, the PDSA cycle, and the NIC work together to influence the sense of
teacher self-efficacy.
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Figure 2.2
Teacher Personalized Professional Development Conceptual Framework

Problem of
Practice

Plan–Do–Study–Act
(PDSA)

Sense of Teacher
Self- Efficacy

Networked
Improvement
Community
(NIC)

Understanding Teacher Self-Efficacy
A mounting body of research shows that self-efficacy influences human behavior
in a number of spheres, such as education, health, sports, and business (Bandura, 1997;
Renbarger & Davis, 2019; Wang et al., 2015). Bandura’s (1997) SCT of self-efficacy
refers to an individual’s beliefs about his or her ability to effectively complete a task.
Bandura (1995) described self-efficacy as the “belie[f] in one’s capabilities to organize
and execute the courses of action required to manage prospective situations” (p. 2). Other
researchers have also understood the importance of the environment in learning, with
some behavioral theorists noting that learning is influenced by reinforcement,
conditioning, and incentives (Bandura, 1977; Rotter, 1966). Bandura (1977) advanced
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this theory by noting the importance of the social element when he proposed the SCT,
suggesting that learning is influenced by one’s environment.
Over the past five decades, research has found teacher self-efficacy to be a critical
component in teachers’ ability to carry out the requirements of their job while meeting
the mounting challenges that students face (Bandura, 1977; Tschannen-Moran et al.,
1998; Yoo, 2016). Teacher self-efficacy fundamentally influences teachers’ behaviors
and their effect on students. Just like students, teachers need to feel that they belong for
them to feel motivated to succeed (Baumeister & Leary, 1995). High-performing teachers
are generally efficacious, and their students perform better than those of teachers who
have lower self-efficacy (Johnson et al., 2014; Klassen et al., 2011; Wang et al., 2015;
Yoo, 2016). Teacher self-efficacy informs a teacher’s ability to make appropriate
decisions about teaching and communicating the curriculum to all students (TschannenMoran et al., 1998). Efficacious teachers have a high sense of teacher self-efficacy and
are often confident and willing to think outside the box in their quest to improve student
learning (Bloomberg & Pitchford, 2016; Donohoo, 2016; Horton, 2016). Teachers who
have high levels of self-efficacy tend to be more patient, make better use of class time,
and remain in the teaching field at higher rates (Glickman & Tamashiro, 1982; Wang et
al., 2015).
The reverse is true when teachers feel unprepared or lack confidence in their
abilities. Kinskey (2018) described “a lack of content knowledge as being a source of low
science teaching self-efficacy” (p. 1,805). Teachers who have low self-efficacy struggle
to advance beyond challenging situations and are less likely to try innovative
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instructional strategies (Bloomberg & Pitchford, 2016; Donohoo, 2016; Horton, 2016).
Research has shown that teachers who have low self-efficacy are more stressed, have less
job satisfaction, and leave the teaching field at a higher rate than teachers who have high
self-efficacy (Betoret, 2006; Burley et al., 1991; Glickman & Tamashiro, 1982).
Lawmakers, districts, and school leaders regularly set goals and expectations for
students, but teachers must first believe that they can help students reach those goals.
When teachers feel well prepared to meet the challenges of the profession, teacher selfefficacy increases (Kinskey, 2018; Klassen et al., 2011; Yoo, 2016). Because a
significant body of research supports the idea that self-efficacy influences human
behavior, studies that investigate the effect of self-efficacy in teachers are essential in
educational research (Bandura, 1977, 1997; Protheroe, 2008; Tschannen-Moran & Hoy,
2001). However, a gap exists in the research that explores how sustained PPD and the use
of improvement science to address problems of practice affect teacher self-efficacy.
Improvement science has been effectively used in the medical field, emphasizing
improvement through a cycle of rapid test of change, fine-tuning strategies, and tools for
advancing improvement (Carnegie Foundation for the Advancement of Teaching, 2019).
I developed this study to contribute to the body of research in this area.
Collective self-efficacy refers to “a group’s shared belief in its conjoint
capabilities to organize and execute the courses of action required to produce given levels
of attainments” (Bandura, 1997, p. 477). Hattie (2012) stated that collective teacher selfefficacy has a significant effect on student achievement, surpassing even factors such as
teacher–student relationships, the home environment, and parental involvement. A strong
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sense of collective self-efficacy is often present in high-performing schools, successful
businesses, and sports teams (Klassen et al., 2011). Although socioeconomic status is
often correlated to high-performing schools, research shows that collective self-efficacy
correlates as well (Hannan et al., 2015). Because socioeconomic status is a strong
predictor of student outcomes, it is important to understand additional factors (e.g.,
collective self-efficacy) that could mitigate some of the negative outcomes associated
with socioeconomic status. Induction teachers’ opportunity to exist in a school culture or
environment where collective self-efficacy is present may be limited, contributing to their
early exit from the teaching profession (Hannan et al., 2015).
Sources of Teacher Self-Efficacy
Although many researchers have assessed self-efficacy independently, Bandura
(1997) noted that four sources of self-efficacy exist: mastery experiences, learning
through vicarious experiences, physiological and emotional states, and social persuasion.
The first and most effective source for mastery experiences or “performance attainments”
refers to an instance in which a person’s success in a situation increases his or her
expectations of success in similar situations (p. 399). Failure, by contrast, lowers
expectations in similar situations (Bandura, 1977; Protheroe, 2008; Tschannen-Moran &
Hoy, 2001; Yoo, 2016). Because Tschannen-Moran and Hoy (2001) noted that mastery in
the early years of teaching is vital to developing teacher self-efficacy, this research
supports evaluation of induction teachers’ sense of teacher self-efficacy in their early
years.
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Vicarious experience, the second source of self-efficacy, refers to an individual’s
ability to succeed at a task based on others’ performance or his or her own experience
(Bandura, 1977; Protheroe, 2008; Tschannen-Moran & Hoy, 2001; Yoo, 2016). This may
take the form of a teacher observing another teacher’s execution of an instructional
strategy or modeling of proper discipline strategies. Doing so indirectly develops selfefficacy, because witnessing another person’s successful completion of a task heightens
an individual’s belief that he or she can be successful, whereas witnessing failure lowers
it.
Physiological and emotional, the third source of self-efficacy, refers to the way in
which anxiety and stress affect one’s ability to perform a task (Bandura, 1977; Protheroe,
2008; Tschannen-Moran & Hoy, 2001; Yoo, 2016). Bandura (1995) described stress as a
“sign of vulnerability to poor performance” (p. 4). Research has indicated that teachers
who handle the difficulties of teaching well often perform well and that their students
achieve at higher rates (Goddard et al., 2004). Teaching is often regarded as a high-stress
job, so educational researchers should be aware that a high level of stress is an indication
of failure because it could translate to poor performance. Accordingly, further research
should be conducted to evaluate teachers’ stress levels and the ways in which they
influence student achievement.
The last source of self-efficacy, social persuasion, refers to verbal feedback or
encouragement regarding one’s performance (Bandura, 1977; Protheroe, 2008;
Tschannen-Moran & Hoy, 2001; Yoo, 2016). Self-efficacy and successful completion of
tasks are increased when an individual is motivated or influenced by others (Bandura,
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1995, 1997). Pep talks or feedback that highlight effective teaching are forms of social
persuasion (Protheroe, 2008). Teachers early in their careers should be encouraged to ask
questions so they can avoid experiencing a series of failures—a major barrier to high
levels of teacher self-efficacy (Protheroe, 2008; Tschannen-Moran & Hoy, 2001). The
concept of minimizing a series of failures for new teachers may positively affect their
self-efficacy.
This study investigated teacher self-efficacy, which is important to the
sustainability of the teaching profession. Research shows that teachers who have higher
self-efficacy are better planners, are open to innovative instructional strategies, and
display resilience in challenging situations (Klassen et al., 2011; Protheroe, 2008; Yoo,
2016). They are also less inclined to refer students to special education programs
(Klassen et al., 2011; Protheroe, 2008; Yoo, 2016). Efficacious teachers are often good
problem solvers, a quality that may minimize their perceived need to request additional
help with struggling students. Examining teacher self-efficacy provides significant
information about the development of innovative PD, because factors related to teacher
self-efficacy can be promoted in PD (Protheroe, 2008, p. 91). PPD provides numerous
opportunities for teachers to reflect on and experience various sources of teacher selfefficacy.
Personalized Professional Development
Teachers, like the students they serve, are more engaged when their learning is
personalized and customized to their individual needs. According to Hanover Research
(2013), “professional development should provide learning opportunities that relate to
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individual needs but are, for the most part, organized around collaborative problem
solving” (p. 13). To meet the changing needs of continued education and training for
teachers, the structure of traditional “sit-and-get” professional development is evolving
from isolated, in-service models to sustained, active personalized professional learning
(PPL) experiences (Zmuda, et. al., 2015). PPD is an approach to professional
development that gives teachers purposeful opportunities to communicate with their peers
about self-identified problems of practice in ways that result in immediate and direct
interventions for application in the classroom, versus previous PD, which relied on a
cookie-cutter approach that limited practical application of content by participants
(Bickman, 2014; Hall & Trespalacios, 2019). PPD provides a venue for teachers to focus
on challenges specific to their students and classrooms while building instructional skills.
PPD for teachers is closely aligned with best practices for personalized learning for
students. Hanover Research (2013) explored K–12 practices in personalized learning
professional development and identified four areas that should be considered when
implementing PPD opportunities: learning environment and culture; content and structure
of teacher learning; timing, duration, and frequency of professional development; and use
of data and feedback.
Effective PPD is characterized as being of sustained duration (Berry & Shields,
2017). It goes beyond the traditional “sit and git” and enters teachers’ classrooms by
addressing their specific self-identified needs. It also provides multiple opportunities for
teachers to apply their learning, vary approaches for improvement, and make sense of the
implementation (O’Leary, 2017). PPD may present an opportunity to increase teacher
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self-efficacy while building a network of support and resources for new teachers, the
better to meet teachers at their current levels of self-efficacy and support their growth in
ways specific to their individual needs and contexts (Hall & Trespalacios, 2019).
Improvement Science
Educators hope to benefit from improvement science, which has been used by the
medical field for years to acquire data, drive continuous improvement, and provide useful
feedback on improving systems (Bryk et al., 2015). Improvement science is founded on
learning by doing, which emphasizes acceleration of improvement through a cycle of
rapid test of change and features fine-tuning strategies and tools for advancing
improvements (Carnegie Foundation for the Advancement of Teaching, 2019).
According to Learning to Improve, improvement science has six core principles (Bryk et
al., 2015):
•

Make the work problem-specific and user-centered.

•

Variation in performance is the core problem to address.

•

See the system that produces the current outcomes.

•

We cannot improve at scale what we cannot measure.

•

Anchor practice improvement in disciplined inquiry.

•

Accelerate improvements through networked communities.

PPD sessions based on these principles immerse induction teachers in rapid cycles
of learning about their self-identified problem of practice. Through these principles,
improvement science creates a method of inquiry that helps define problems, implement
changes, and determine whether the changes result in improvement (Bryk et al., 2015;
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Lewis, 2015). This basic tool guides practitioners’ cycles of rapid change testing while
documenting results and guides adjustments to overall improvement. Its focus is on
conducting small-scale testing before making mass changes that disrupt the entire system
(Bryk et al., 2015; Lewis, 2015; Speroff & O’Connor, 2004).
Educators often work in sharing communities, such as professional learning
communities (PLCs), when examining ways to improve their practice. This study used an
adaptation of a NIC (groups were created by matching teachers with similar problems of
practice). A NIC is categorized as an execution community, or a community specifically
designed to measure improvements to a problem of practice.
NICs share many attributes of professional communities (such as professional
learning communities, communities of practice, etc.) in their best sense. One
characteristic that distinguishes them from many is that while most such
communities are what might be termed “communities of common interest or
purpose” (shared interest amongst members who seek to learn from and with each
other), NICs might be thought of as “communities of common accomplishment”
(they seek to accomplish some clearly defined, measurable outcome). (LeMahieu,
2015, para. 4)
Teachers can use improvement science strategies such as the NIC to collaborate around
an issue and enact strategies that generate improvement at scale.
A NIC is an efficient tool for organizing improvement, uniting as it does the
conceptual and analytic discipline and methods of improvement science with networked
communities’ power to innovate and learn together (Bryk et al., 2015). NICs initiate
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collaboration that is designed around the idea of digging deep into the problem, not
finding a quick fix. It also provides disciplined methods of improvement research to
develop, test, and refine interventions (Carnegie Foundation for the Advancement of
Teaching, 2019). Three questions guided the NIC component of this study as teachers
explored problems of practice and created PDSA plans to advance improvements:
•

What specifically are teachers trying to accomplish?

•

What change might teachers introduce, and why?

•

How will teachers know that a change is actually an improvement?

Through a NIC, these three questions were explored by induction teachers to learn
quickly and implement well—in contrast to education’s propensity for implementing
quickly and learning accidentally (Bryk et al., 2015, p. 7). Improving teacher selfefficacy through a new PD model could profoundly affect retention rates in South
Carolina and might also improve student achievement.
Improvement Science Study Significance
When examining key factors in student achievement, teachers are the most
significant factor (Hattie, 2012). Accordingly, it is essential to evaluate appropriate PPD
strategies for teachers, ensuring that they receive personalized support as they teach
required skills (Schwartz, 2019). This topic is important in South Carolina, which is
currently experiencing a historic teacher shortage, because many of the teachers who
abandon their profession do so during the induction years (CERRA, 2017). Because
“[h]igh rates of novice attrition place a tremendous pressure on the educational system,
demanding considerable time, resources, and attention to repeatedly and continuously
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training and socializing new teachers” (Hannan et al., 2015, p. 1), collaboration with
other induction teachers can lead teachers who are in the first 5 years of their careers to a
deeper understanding of the issues they face.
NICs, as noted by Bryk et al. (2015), offer a way of organizing collaborative work
that yokes the disciplined methods of improvement science with the power of a
networked structure in service of joint innovation and learning (p. 2). Bryk et al. (2015)
detailed the existing problem with improvement designs: “Far too many efforts at
improvement are designs delivered to educators rather developed with them” (p. 34). To
develop improvement with teachers, this study invited new teachers to participate in a
series of professional development sessions in which they learned how to use the tools
and methods of improvement science. Using NICs to improve support for new teachers is
critically important for South Carolina because new teachers are leaving the profession
long before becoming eligible for retirement (CERRA, 2017).
Information provided by new teachers in the NIC is invaluable for district leaders,
school administrators, and mentors as they seek to make sustainable improvements that
can support new teachers. Bryk et al. (2015) noted that “improving teaching is not
primarily a matter of getting teachers to work harder; it’s about getting them to work
smarter” (p. 27). This study gives other districts access to data identifying problems of
practice and to ways that teachers in South Carolina and beyond can potentially use tools
of improvement science. Ideally, this study could be replicated in schools and districts
across the state and nation to define problems of practice trends and, in turn, create
opportunities for PPD. Although many schools in South Carolina are rural and have high
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rates of poverty, others are more affluent and higher-achieving (Adcox et al., 2018). The
student-centered problems of practice identified by participants in this study may reflect
those encountered by others in similar settings. Regardless, districts will need teacher
input in NICs to help them define the problems so that they can determine relevant and
appropriate strategies for addressing those problems.
The American conversation on education is focused on closing the educational
gap, and rural school students are squarely in that gap, stuck in a cycle of
underperformance with limited access to resources that could help them improve.
Addressing the issues that induction teachers face daily and the ways in which these
issues may lead to premature attrition is particularly important for South Carolina,
because doing so provides an opportunity for key stakeholders to create strategies that
provide high-quality support to induction teachers. Developing teachers as improvement
scientists can unmask the deeper and more personal issues faced by induction teachers
while equipping them with improvement science–based strategies for addressing these
issues, with a view to making teaching a more desirable profession and thus fostering
sustainability.
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CHAPTER 3
RESEARCH DESIGN
This study employed a case study research design in which data collection
enabled in-depth analysis of teacher self-efficacy related to instructional strategies,
student engagement, and classroom management. In addition, it aimed to uncover
problems that induction teachers encounter and determine how these problems affect
teacher self-efficacy. According to Creswell and Poth (2018), “Cases are bound by time
and activity, and researchers collect detailed information using a variety of data
collection procedures over a sustained period” (p. 14). This case study used a qualitative
approach to examine induction teachers’ perceived self-efficacy when participating in
PPD, based on their individual needs. Teachers participated in PPD using improvement
science tools such as the NIC, the fishbone activity (which defines factors contributing to
the root cause of a problem of practice), and the PDSA cycle to address a teacheridentified, student-centered problem of practice. Teachers were encouraged to focus on a
problem in one or more of the three areas (i.e., instructional strategies, student
engagement, and/or classroom management) identified by Tschannen-Moran and Hoy
(2001). Figure 3.1 depicts the PDSA cycle.
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Figure 3.1
Plan–Do–Study–Act Cycle With Guiding Questions
•
•
•

What specifically are teachers trying to accomplish?
What changes might teachers introduce, and why?
How will teachers know that a change is actually an improvement?

•Adjustments to the
PDSA plan will be made
based on progress.
Changes to the
teacher’s daily
practices may
result.

•The induction teacher
introduces a studentcentered problem of
practice and
collaborates in the
NIC to devise a plan
for improvement.

4. Act

1. Plan

3. Study

2. Do

•The teacher
documents the
intervention’s impact
and collaborates with
peers in the NIC to
monitor improvements.

•The teacher
implements
interventions and
strategies identified for
improvement in daily
classroom practice.

Note. Adapted from Learning to Improve: How America’s Schools Can Get Better at
Getting Better, by Bryk et al., 2015, Harvard Education Press, p. 122. Harvard Education
Press.
I examined the following research questions in this study:
1. What problems (e.g., instructional strategies, student engagement, classroom
management) are induction teachers encountering?
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2. How does PPD affect teacher self-efficacy?
In this study, the term problems refers to instructional strategies, student engagement, and
classroom management challenges that teachers encounter. By studying the challenges
teachers encounter as well as the implementation of PPD, my study offers insights into
development of teacher self-efficacy.
Methods
Setting
PSD, the pseudonymous district represented in the study, has more than 5,000
employees, serving more than 30,000 pre-kindergarten (pre-K) to 12th-grade students
(School Report Card, 2018). PSD has approximately 2,500 teachers, of whom 800 have
1 to 5 years of experience (School Report Card, 2018). The district has been in place for
years, providing an information-rich setting in which to improve teachers’ early years.
Because PSD loses around 300 induction teachers annually, it is a particularly important
district on which to focus. An intervention is needed to increase the likelihood of
retaining teachers, especially induction teachers.
Intervention
I used an intervention approach to explore teachers’ self-efficacy related to
instructional strategies, student engagement, and classroom management when
professional development is designed by teachers and centers on their specific needs.
Research has shown that traditional professional development led by an outside
consultant is often generic and disconnected from the everyday specific problems of
practice that teachers face (Birman et al., 2000; DeMonte, 2013; Lyons & Pinnell, 2001).

34

Sharrock (2018) has suggested that the “tools and methods of improvement science
learned through professional development have a positive impact on teachers’ sense of
agency and the development of a school improvement culture” (p. xvi). I examined the
effect of using improvement science tools to address teacher-identified student-centered
problems of practice. Figure 4.1 depicts the intervention activities.
Using district records, I identified all induction teachers who had 1 to 5 years of
experience, then randomly selected one school for the bounded case study and emailed all
induction teachers invitations to participate in the study. This study was open to teachers
in all content areas and grade levels, and five teachers chose to participate. See Table 3.1
for detailed participant information.
Table 3.1
Study Participant Information
Participants
Ms. Kindergarten

Years of
Experience
0

Subject
K

Ms. First Grade

1

1st

Ms. Art

2

Art

Ms. SpEd

2

XCAT

Ms. Third Grade

4

3rd
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Problem of Practice
Students are not making satisfactory
progress learning their letter sounds.
Students need more diverse tasks to
keep them engaged and motivated.
Students become uninterested in
Chromebook assignments and need
more opportunities for hands-on
activities.
Students in 3rd- to 5th-grade visual
arts are unable to give specific
feedback to peers when responding to
another’s work of art.
A student has a difficult time
completing work independently.
Discontinued the study.

I developed materials for and facilitated the PD sessions. PD sessions occurred
through five in-person and virtual sessions (2 hours each) and five informal virtual checkins (approximately 30 minutes each) over a 5-week period. During the PPD, teachers
learned how to use the strategies and tools of improvement science to address their
respective problems of practice. Although I provided the same strategies and tools to all
teachers, each participant’s PD was personalized, because he or she selected a problem of
practice in his or her own individual setting. Through this process, teachers engaged in a
micro-intervention by developing and implementing three PDSA quick cycles in their
classroom. These 2-hour PPD sessions were established and scheduled from December
2020 to February 2021. The five 2-hour workshops focused on the topics shown in
Table 3.2.
Table 3.2
Weekly Workshop Outline
Weekly
Workshop
1
2

3

4

Workshop Description
Introduced improvement science strategies and tools (e.g., NIC,
fishbone, PDSA Cycle Form).
Modeled the PDSA process for improvement. Participants used the
fishbone activity to identify the root cause of a problem of practice
and build the PDSA Cycle Form with NIC participants. At the
conclusion of this workshop, teachers implemented the first cycle of
PDSA.
After the first cycle of PDSA, teachers brought a summary of their
weekly check-in reflection along with data (i.e., student work, test
scores, teacher reflection) regarding the effectiveness of
implementation. Members of the NIC collaborated on and provided
feedback or suggestions for next steps.
Workshop 4 followed the same format as Workshop 3. NIC members
implemented the second PDSA cycle and returned for Workshop 5 to
share data regarding effectiveness.
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5

Workshop 5 followed the same format as Workshop 4. It also included
data analysis of three PDSA quick cycles to identify trends in the data
related to their identified problem of practice.
Study Design

Data Collection
In this case study, I collected data through semi-structured interviews
(Appendices B and C) with each teacher, artifacts created by teachers during the inperson or virtual PPD sessions (e.g., fishbone diagram, PDSA Cycle Form), observations
of teaching (Appendix D), weekly check-in data (Appendix E), and a final focus group
(Appendix F).
Initial Individual Semi-Structured Interview
Using initial individual semi-structured interview interviews provides reliable,
comparable qualitative data (Bernard, 1988; Chirban, 1996; Gubrium & Holstein, 2001).
I conducted a semi-structured interview with each participant (Bernard, 1988; Chirban,
1996; Gubrium & Holstein, 2001). In this study, the semi-structured interview questions
(Appendix C) were inspired by the Teachers’ Sense of Efficacy Scale (TSES; Appendix
A), developed by Tschannen-Moran and Hoy (2001) and grounded in Bandura’s SCT of
self-efficacy. The interview questions focused on student engagement, instructional
practices, and classroom management. Teachers answered open-ended questions specific
to the three identified areas, facilitating my understanding of their perceived self-efficacy.
I read an interview protocol prior to each interview, describing the study and giving
participants the option to stop the interview at any time (Appendix B). Interviews lasted
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30–45 minutes. With participant consent, interviews were recorded and transcribed for
data analysis.
In this study, I also conducted weekly semi-structured interviews with each
participant (Appendix E), from Session 2 to Session 4 of the intervention (Bhattacharya,
2017; Creswell & Poth, 2018). These interviews lasted approximately 30 minutes apiece.
Participants completed this check-in via teleconferencing using Zoom, a virtual platform
that allows the interviewer and participants to interact in real time. Interview questions
were designed to be reflective for participants, giving in-depth knowledge of how the
objectives of the lesson addressed the problem of practice. Teachers also reflected on
what went well and what did not, along with the best next steps needed to make
improvements related to their problem of practice (Rohanna, 2017). With participant
consent, interviews were recorded and transcribed for data analysis.
Improvement Science Artifacts
Artifacts, which are pieces of data, often written, are of interest to researchers
because they show what people make or do (Goetz & LeCompte, 1984). I collected
improvement science artifacts throughout this study, including the fishbone diagram and
PDSA Cycle Form. The fishbone diagram is designed with “bones” that display key
factors contributing to a problem. Through discussions with NIC members, teachers used
their fishbone diagram to identify the “root cause” of the problem. These artifacts were
collected during the PPD sessions, which occurred over a 5-week period. It is critically
important that teachers fully understand the problem they identify and any key
contributing factors before creating the PDSA Cycle Plan for intervention. As a result,
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this data collection tool enabled me to document problems identified by induction
teachers as well as the root causes of each and the interventions used to address it.
Observation
Observation provides data collection on a particular subject or topic in its natural
setting. It provides deep knowledge of a phenomenon specific to the situation, setting, or
behavior of participants (Creswell & Poth, 2018). In this study, I conducted a formal
classroom observation for each participant during the study, documented with field
observation notes. The purpose of this observation was to collect descriptive data on how
the PDSA Cycle Form was implemented in the classroom setting. Through the
observation reflection questions (Appendix D), the observation provided data regarding
additional support or interventions needed to assist the teacher in addressing the problem
of practice.
Focus Group
Focus groups provide a data collection tool that is similar to initial individual
semi-structured interviews, except that focus groups are conducted in a group setting and
are generally moderated by a group leader (Asbury, 1995; Kitzinger, 1995; Morgan,
1993). Focus groups also provide large amounts of data in a short time frame (Twinn,
1998; Twohig & Putnam, 2002). In this study, I conducted a final focus group
(Appendix F) to better understand how the participants perceived their sense of selfefficacy after participating in the PPD sessions. Doing so gave participants the
opportunity to reflect on their view of the study, particularly the use of improvement
science tools. They also reflected on successes or challenges that occurred throughout the
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study. With participants’ permission, the focus group discussion was recorded and
transcribed for data analysis. Four participants completed the focus group discussion.
One participant dropped out of the study after the interview and thus did not participate in
the focus group.
Data Analysis
Data analysis occurred in two phases. I completed the first phase during the
intervention process, using the constant-comparative analysis method (Glaser & Strauss,
1967) to analyze artifacts and observations as they were collected. I analyzed these data
sources collaboratively with the participants as part of the intervention process (Creswell
& Poth, 2018), using the findings to monitor and adjust the intervention. The first round
of data collection helped develop participants’ understanding of improvement science
processes and increased their familiarity with the research questions.
I completed the second phase of data analysis at the conclusion of the
interventions. I coded interview and focus group transcripts in vivo. Then, using a
thematic data matrix with deductive categories developed from Phase 1 of the analysis
(Miles et al., 2014), I comparatively analyzed and identified emergent themes
(Bhattacharya, 2017). These themes and patterns led to a deeper understanding of the
sense of induction teacher self-efficacy. To ensure validity, I triangulated findings across
data sources and phases of analysis and identified areas of disconfirming evidence
(Creswell & Poth, 2018).
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Trustworthiness
Use of the PDSA model required participants to revisit data on a regular basis to
measure intervention progress—a way of building trustworthiness in the study. Lincoln
and Guba (1985), describing the importance of trustworthiness in a research study, noted
that trustworthiness involves establishing credibility, transferability, dependability, and
confirmability. Trustworthiness determines the value of a study (Lincoln & Guba, 1985).
I established trustworthiness while serving as a facilitator, with teachers taking the lead
by first identifying the student-centered problem of practice and then creating and
implementing the PDSA Cycle.
Credibility refers to the believability of research findings (Lincoln & Guba,
1985). Teachers’ input as they shared ideas, concerns, and suggestions helped add
credible data for use in the study. I triangulated the data to seek convergence across
methods (Creswell & Poth, 2018) and examined them to identify themes or trends.
Transferability refers to the degree to which findings are applicable in another
study (Lincoln & Guba, 1985). The activities carried out in this study allow transfer of
this research to other schools and districts in the state and beyond, requiring only that
teachers be willing participants engaged in NICs and that they be given the opportunity to
test interventions for addressing everyday problems of practice through use of
improvement science tools.
Dependability examines the stability of data over time (Lincoln & Guba, 1985).
Defining processes, procedures, and confidentiality improved the dependability of the
study. The accuracy of the data collected depended on the responses of teachers and their
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willingness to be honest about the struggles and successes they experience in the
classroom.
Confirmability establishes that findings are clearly defined (Lincoln & Guba,
1985). To ensure confirmability, an audit trail documented the data collection process,
analysis, and interpretation to ensure that efforts had been made to mitigate potential
biases in data collection, such as those caused by influencing participant responses to
interview questions (Miles et al., 2014).

42

CHAPTER 4
FINDINGS
In this chapter, I present findings from a qualitative case study that examines
problems induction teachers encounter and the ways in which PPD affects teacher selfefficacy. Using a job-embedded approach, the data were tied to continuous improvement
through the PDSA model. The findings detail the problems that induction-level teachers
encounter and the ways in which PPD affects teachers’ sense of self-efficacy in relation
to instructional strategies, student engagement, and classroom management while
participating in PPD and using the tools of improvement science.
The first section of this chapter introduces the problems that induction teachers
encounter (RQ1). I begin by discussing the specific problems of practice each teacher
identified at the onset of the study. Next, I identify thematic problems encountered by all
study participants that undermine their teacher self-efficacy. These problems evolved
from categories established in the Teachers’ Sense of Efficacy Scale: instructional
strategies, student engagement, and classroom management. Then I present findings
indicating why study participants considered established professional development
methods to be ineffective.
The second section of this chapter examines RQ2: How does PPD affect teacher
self-efficacy? First, I discuss the ways in which participants perceived the PPD
intervention, finding that (1) participants described the PPD as more effective than
traditional professional development and (2) participants highly valued collaboration with
peers. Then I discuss the ways in which the PPD intervention shaped participant teacher
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self-efficacy for instructional strategies, student engagement, and classroom
management. The chapter concludes with a synthesis of the key findings from this study.
Research Question 1
Teacher-Identified Problems of Practice
With Research Question 1, I sought to understand the problems participants
encountered that shaped their teacher self-efficacy. First, I identified the personalized,
individual problems that each participant selected as a problem of practice. Some of the
problems of practice induction teachers encountered were students who were not making
satisfactory progress in learning their letter sounds. Another problem of practice involved
students’ need for more diverse tasks to keep them engaged and motivated. Students
often became uninterested in Chromebook assignments and needed more opportunities
for hands-on activities. A third problem of practice was that students in 3rd- to 5th-grade
visual arts classes were unable to give specific feedback to peers when responding to
others’ works of art. Another problem of practice was that a student had a difficult time
completing work independently. These problems of practice helped shape the ensuing
PPD interventions.
Encountered Induction Teacher Problems
Beyond individually identified problems of practice, I identified three common
challenges undermining teacher self-efficacy, which emerged through within-case
analysis: planning instructional strategies, student engagement, and classroom
management. In the following section, I discuss each challenge in detail.
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Planning Effective Instructional Strategies and Teacher Self-Efficacy
During the data collection prior to the PPD, induction teachers indicated that
planning effective instructional strategies personalized for students while meeting their
varied academic, social, and emotional needs of students was challenging. Teachers
indicated that a variety of instructional strategies are available for use but did not express
a strong sense of self-efficacy when reflecting on their ability to use these instructional
strategies to effectively meet the needs of their students.
Constantly evaluating student progress, rearranging small groups, preparing early
finisher activities, and adjusting strategies creates a revolving door of adjustments and
change implementation by the induction teacher. Evaluating technology resources and
websites adds to the planning process, as does preparation for required testing throughout
the year. In their responses before PPD, induction teachers detailed the instructional
strategies planned for their students, at times indicating a lower teacher self-efficacy
when describing how instructional strategies are incorporated.
Ms. First Grade, when asked how she adjusted lessons to accommodate the proper
level for individual students, stated:
I think the small groups, maybe. I’ve definitely work[ed] in small groups, I think.
Especially with the number sense. So planning for them can be overwhelming:
My groups are very much different from my first group to my last. Just trying to
build on skills that they need. And I’m noticing like, “Oh, wow, we have a lot of
gaps here.” And so I’ll try to do some hands-on things or like with whiteboards
and stuff at my table, and just build, just keep building on that number sense,
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because it’s only going to get harder. And by then it’ll be an even bigger gap than
what’s now.
Ms. SpEd, a special education teacher, when asked how she provides appropriate
challenges for high-performing students, also indicated that she personalized lessons to
accommodate student needs:
So, my couple higher-performing students, I will either—for ELA, I’ll give them
an extra worksheet or two; in their binder to complete for math, I will have it on
the same concept. We’re doing multiplication right now, but I have two kids who
could do two by twos or three by one, three by twos. Like no questions asked. So,
I will challenge them by completing those while my students—like other students
might be just doing one by one.
Ms. Kindergarten, a first-year teacher kindergarten teacher, paused as she thought
about how she varies assessment strategies to determine student learning:
I try . . . well, especially blended students this year, with math, I was . . . at the
beginning of the year, I found it very, very difficult to give them an assessment
because of parent involvement. Because I didn’t know what they had to do. And I
mean, it’s still a little bit difficult, but I try to base it on, “Okay, can you give me
the correct equation and the answer?” But also I would say, “Okay, explain
having that there. Did you use a certain strategy or what strategy did you use?” So
I’m kind of, this year . . . last year it was mostly pencil, paper, a little bit of
teacher assessment or observation, things like that. But this year I feel like I’ve
relied even more heavily on verbal explanation with the blue new students
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because I want to see what they really know. They’re not in my classroom and
I’m not seeing what their hands are doing and what their networks are doing. It’s
so hard to assess that.
Ms. Third Grade has 4 years of experience and is currently finishing up her fifth
year of teaching. Based on her language and confidence, she appeared to have a higher
sense of teacher self-efficacy when asked how she varied assessments strategies to
determine student learning:
It depends, really. I mean, sometimes we can have little quizzes. Sometimes we
get tests. Sometimes it’s a project that we’ve done. So, more on that personalized
level where here’s a broad concept, that’s something that we’ve been studying . . .
I think that’s like where we’re going more. We’re starting that more insight as a
social experience because it’s not so cut and dry, and there’s not so many data
points and all that stuff.
After the PPD, one of the challenges induction teachers noted was their struggle
to fit everything into the schoolday. They noted that they needed more time. Ms. Art
noted the following:
I think for me, my biggest challenge was time at it take a lot of time to plan and
personalize learning. Also, I feel like I didn’t get enough time with the one group
I had to go through the entire process to the level that . . . three and four, so we
continue to work on it.
To conclude, one major finding from the study is that planning effective
instructional strategies was a challenge for induction teachers participating in the study.
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This affected their sense of self-efficacy, because teachers desired more time to plan
effective instructional strategies to meet the needs of students. Induction teachers
encountered challenges when planning changes as a result of newly implemented
technology, testing, or curriculum.
Student Engagement in Learning and Teacher Self-Efficacy
In the data collection prior to the PPD (i.e., initial interview), induction teachers
indicated their continuous effort to engage students in learning. Teachers faced a number
of challenges when trying to keep students engaged in the learning: They described not
having clear strategies for managing challenges and also shared that they were expected
to keep trying new things, which interfered with building self-efficacy.
First, induction teachers seemed uncertain about how to fully engage students
throughout the lesson, but they tried to busy students with numerous hands-on activities
to engage them in the learning. Ms. First Grade indicated that she tries to keep kids busy
using technology and physical movement:
I try to use hands-on as much as I can or even hands on activities on the
smartboard or their Chromebooks so that they’re physically moving things and
physically being involved with their thinking. So they’re being able to show it and
maybe verbally explain it.
Ms. SpEd made a similar comment:
So, I try to do a lot of hands-on activities with them. Student projects, videos—
it’s tough right now. I’ve been in the interactive group portion of it, but last year I
did a lot of turn and talk, drawings, writings. I made it as fun as I could. The best
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way that I learned. I try to keep them away from the Chromebook as much as I
could and can, just because I like to work on their handwriting and paper/pencil
side of it.
Ms. Kindergarten admitted that she struggles with student engagement:
I try to do a lot of games or anything that they think would be a game. Instead of
just writing their letters, doing the letters with Play-Doh or tracing it with the gel
in a bag, anything that they would think that would be games to grab their
attention.
Other challenges that the teachers tried to address were low student interest in
schoolwork and low student achievement. Attempts at true student engagement are often
short-lived, reducing extended periods of time where students encounter authentic
learning experiences. They often counteract attempts at true student engagement, and this
seemed to be a significant barrier to authentic learning experiences and teacher selfefficacy. Ms. First Grade said:
I guess one thing that is still kind of a struggle is getting them to get excited about
it or really involved when they don’t really want to. So I just try to keep positively
reinforcing them. And sometimes it works.
After the PPD, several of the participants seemed to have more self-efficacy with
regard to student engagement. In data collected after the PPD, Ms. First Grade said that
she introduced a new engagement strategy:
My first week of the study, I introduced . . . an early finisher shelf for my centers.
It has different videos, and games and things that they could do when they finish
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early. When I first introduced it, they were, I think, so excited that they forgot to
do their actual work first. It was like Wednesday of the week and I’m trying to go
through things. I’m like—why is [sic] so many kids not getting their stuff done?
So when I looked into it, they were just so excited about the stuff on the shelf.
That was the thing for me, I had to back up and I had to really, really reiterate
what the expectations were. Now they’re fine with it and they understand it.
In summary, induction teachers described feeling uncertain about how to fully
engage students throughout their lessons. These teachers mentioned attempts to keep
students busy with numerous hands-on activities as one approach to engage them.
Another challenge that the teachers identified during interviews was low student interest
in schoolwork and low student achievement. By identifying ways to engage students,
teachers could increase their self-efficacy to teach the concepts.
Classroom Management Challenges and Teacher Self-Efficacy
A third major finding about problems encountered by participants is that the
induction teachers had a low sense of teacher self-efficacy with respect to classroom
management. In this study, classroom management refers to induction teachers’ ability to
effectively respond to student behavior. Induction teachers struggled to connect with
defiant and disruptive students. The schoolwide disciplinary model focused on daily
signing of a behavior contract and student reflection on disruptive behavior. Induction
teachers outlined the discipline plans in place to address classroom management but also
were clear that this was something they continuously work on. For example, Ms. Art
Class noted:
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Well, our system of consequences, we always give a verbal warning first and then
if we’re continuing to have a problem, we have kind of, like, a middle ground
where you’re not completely exiting my lesson, but you’re going off to the side
and you’re taking a break. We have little hearts in our room where we ask them to
go to self-reflect and they get the opportunity to come back once we’ve had that
conversation. But if they are completely wrecking the lesson and cannot come
back, they have a reflection corner where they’re asked to sit for the rest of the
lesson. And then at the end of class, we go and have a conversation with them one
on one.
These participants’ descriptions of plans they already had prior to PPD demonstrate their
starting point of self-efficacy in classroom management.
Ms. Kindergarten said, “Most of the time I ignore, and if it gets to the point to
where we just can’t get go on, then I’ve gotten the class to go outside before, like, ‘Oh,
everyone go line up the door.’” This participant went on to share the effect that this effort
had on students: “They get the recess until I can calm down that student and get that
student to understand: ‘We can’t do this. I can’t teach. I can’t get my job done and you’re
not getting your job done’ . . . Then everyone comes in and we finish the lesson.” This
participant felt that isolating the student creating a disruption was the best method to use.
Similar to Ms. Kindergarten, Ms. First Grade, who had one year of experience, noted the
importance of directly confronting the disruptive student: “They’re just done; I just kind
of just leave them be—just let them sit there, and then I’ll have a little quick conversation
with them afterward.”
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Ms. SpEd, a special education teacher with 2 years of experience, spent a year as
a teacher assistant. She relies on her own assistant to help her when a student is defiant:
I have an assistant. She definitely helps a lot with that one student, or, I mean, she
just likes to be close to you. Even if she’s close to me, my kids are so good with
her it definitely helps a lot. Somebody says, they’re like, she’s being too loud
what, just try to throw the best you can and sounds we say in the morning. I have
a student who runs it. She’ll just come up and . . . do it with and don’t pay a lick
of attention; half the time she knows exactly the sound. She knows the names, the
letter, the sounds of the motions, so I’m like—if she comes up and doesn’t just
ignore her, let her do it with you; she also likes Elsa and Anna, so she loves
Frozen; it’s, well, if you don’t do this, you’re sorry. You’re not getting on a
dresser on a hair or whatever it is, so she’ll sit down right away. I guess it’s just
finding their little . . . thing that they like too much.
Ms. Third Grade, who has 4 years of experience, noted that defiant students are
still a challenge for her:
That’s a hard one. I think that not giving them the kind of attention that they want,
but like helping the class to understand right now this is very important. What
we’re learning is important. We’re going to try really hard to ignore that negative
behavior. And I really need you to work hard to focus up here on the board. I
know this is subtracting—so addressing it without addressing it. The other kid
who is still following it knows that right now, we’re trying to ignore you. We
don’t want you to ruin what we’re trying to learn. We’re all going to be here
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learning, and when you want to join us, you can come, but we’re not going to let
you ruin what we have in the classroom.
In conclusion, several teachers described challenges with managing their
classrooms. Of particular note was the finding that many induction teachers struggled to
connect with defiant students and balance the management of a defiant student and the
rest of the class. Teachers commented on the effect that these challenges had on their
self-efficacy to manage classrooms.
Traditional Professional Development and Teacher Self-Efficacy
A fourth finding from the study is that the traditional professional development
provided by the district was not perceived as effective for the study participants. They felt
that the professional development they had received was beneficial in some cases but
often missed the mark for their personal growth and needs for their current teaching
positions.
Before PPD, Ms. Kindergarten reflected on the professional development she had
received: “I guess these are the ones that we’ve done through Electronic Registrar Online
(ERO). They’ve all been virtual because of COVID.” She did not indicate that the
professional development positively affected her ability to teach effectively. This
different system of delivery (i.e., online) could complicate these teachers’ ability to
identify what teachers need with respect to professional development.
Before PPD, Ms. First Grade reflected on the professional development she had
received and struggled to recall the professional development was and what it entailed:

53

I know that for our school, they’ve done a lot of arts integration professional
development, and then through the district, they’ve offered—I’m trying to think
what it was and I can’t remember . . . And then I know that this year we received
some blended learning painting, and I took something else and I can’t remember
what it was.
Before PPD, Ms. Third Grade shared the professional development she has had
prior to PPD and felt that overall, they were beneficial:
I haven’t really changed as far as the level. I’ve done the district lines. I’ve done
the TDAs from school. I’ve done the first year. I mean, I’ve done all those basic
ones to the district, and those haven’t been the most beneficial to me.
Before PPD, Ms. SpEd was able to recall and described the blended and math
professional development she had received prior to PPD:
Some of the PD that I’ve received were . . . I’ve done a couple math ones, and
I’ve also done—obviously with the blended side of it this year, I do a lot of
blended aspects of how to differentiate for certain students.
In conclusion, participants expressed mixed experiences with PPD prior to this
study. Some reported having attended PPD in the past and recalled positive experiences
with PPD. Others did not remember having attended PPD prior to this study.
Research Question 2
At the onset of the study, participants’ teacher self-efficacy was affected by their
own belief in their ability to make meaningful improvement for the problem of practice.
Teachers were often overwhelmed with resources without fully being aware of how to
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implement them with fidelity. Induction teachers faced challenges when trying to keep
students engaged in lessons. The personalization of student learning requires induction
teachers to monitor and adjust lessons to meet the needs of students, which can be
challenging when students experience low interest or other obstacles to learning.
Additionally, my findings suggest that most traditional professional development
offered by the district did not adequately address these core problems. In this section of
the chapter, I discuss findings from the improvement science intervention. Specially, I
address RQ2: How does PPD affect teacher self-efficacy? Key findings relate to (1) the
perceived benefits of a PPD improvement science intervention, (2) development of
teacher self-efficacy for instructional strategies and student engagement, and (3) a lack of
development of teacher self-efficacy related to classroom management.
Benefits of the PPD Improvement Science Intervention
One major finding relating to personalized professional development was that
teachers identified several benefits from participating in the improvement science
intervention. Participants in the study indicated that the NIC discussions were very
beneficial in addressing their problems of practice. In addition, participants indicated that
the NIC environment was welcoming and less intimidating than some of the other
professional development sessions previously attended: It created a sense of community
so that induction teachers felt comfortable in sharing their problems and strategies.
Common problems were identified across grade levels and subject areas,
regardless of the years of experience a teacher had attained. Teachers were very surprised
to learn that the problems they encounter daily are also common for others. This
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realization helped ease the discussion and sharing of problems of practice as well as
solutions to those problems. The commonality that teachers experienced developed
throughout the course of the study as teachers became more confident and efficacious in
their ability to address each problem of practice while also providing assistance to other
NIC participants.
Another surprise to all participants was the wealth of knowledge and resources
they were able to provide one another with the assistance of the researcher. For example,
Ms. Kindergarten focused on improving letter sounds, and in the discussion, Ms. SpEd
shared a program that worked well with her student. She taught Ms. Kindergarten how
use the program as an intervention to solve the problem of practice.
Ms. SpEd’s problem of practice focused on a student who would not complete
work and stay on task but who loved art. As an intervention to Ms. SpEd’s problem of
practice, Ms. Art agreed to work with the student on an art project after she had earned
this time by completing her work. The free-flowing ideas that evolved throughout the
discussion resulted in an applicable PDSA plan for addressing each problem of practice
and improved induction teacher self-efficacy.
Data from this study show that induction teachers thrived in the NIC because it
provided a strong sense of community and allowed effective collaboration with other
teachers, who developed relationships and appreciated the supportive and personalized
leadership the program offered. In the following section, I discuss these benefits in detail.
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Sense of Community
During the data collection following the intervention completion, induction
teachers noted that they gained a sense of community using the NIC. Participants valued
the ability to share the experienced problems with other teachers. They also commented
on the relaxed nature of the PPD and the NIC, which contrasted with their previous
experiences with professional development. In all, teachers expressed increased selfefficacy in the ability to manage problems because they were able to discuss these
problems with other teachers.
After PPD, Ms. Kindergarten echoed the benefits of working within the NIC and
using the tools of improvement science to address her problem of practice:
Yes. This is great. I’ll be able to say it again for . . . , because I agree with them. I
just felt like it wasn’t a down part of my week. It wasn’t like—oh, my gosh, I
have that again. I looked forward to it and hearing from everyone because it was a
safe place. I felt like I could talk and I wasn’t judged 100%. I mean maybe 90%.
But everyone was just really positive. I looked forward to it. I feel like it did help.
After PPD, Ms. First Grade noted that working within the NIC was more laid
back than some of the other professional development sessions she had attended:
I enjoyed them. They were very laid back. They didn’t take a crazy amount of
time, because whenever I feel like I think about the word PD, I’m like—Oh, my
gosh, hours of my time that I’m never going to get back. But it was actually very
laid back, so I felt like it wasn’t a waste of my time. I know that sounds terrible. I
feel like I actually gained something from it, and I was able to just . . . you were
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super-nice. I feel like you’re super-supportive of everything said and
understanding.
After PPD, Ms. SpEd noted the value of the NIC collaboration and said that
knowing others were tackling the same challenges was very significant to her:
Overall, I think like . . . said, I think they were very helpful. I definitely learned a
lot just from being able to bounce off ideas off of everyone as well. Just knowing
that we were on the same boat was huge.
Successful Collaboration
In the data collection following the intervention’s completion, induction teachers
reported positive experiences with collaboration during the PPD. Participants indicated
that they were able to learn that many teachers have faced similar problems. They were
also able to exchange strategies with other participants to address problems. In all,
teachers expressed increased self-efficacy in their abilities to address challenges they
faced in the classroom because they were awarded strategies that had been successful for
other teachers through this collaboration.
Overall, after the PPD sessions, induction teachers noted that the collaboration
within the NICs helped them identify specific needs and gain insight into similar
challenges that other induction teachers encounter. When reflecting on using the
improvement science tool, the NIC for professional development, induction teachers in
this study noted the value of collaborating with their peers in the NIC on problems of
practice. They felt that the format of PPD was less intimidating than traditional
professional development they had experienced.
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Ms. Kindergarten noted,
Guys, is there anything left for me to say? I feel the same way. Just being able to
talk and not . . . when I thought about [it] before, I’m like—I’m not going to sit
here and talk to these people. I really just did feel comfortable talking and sharing
ideas and taking advice from other teachers.
Ms. First Grade added:
I’m going to have to probably, I guess, reemphasize what I was saying earlier.
That it seems so much less intimidating. I feel like we were able to speak freely
with each other. Everyone was bringing something to the table. Everybody is
bringing a problem to the table. So we felt, I guess we’re not alone and that we
also feel important, because we’re being able to help people. So it’s like we’re all
giving and taking from it.
Ms. SpEd noted the value of collaborating with teachers she would typically not
plan with and might otherwise only wave to in the hallway:
I really liked it just because like . . . , I think . . . had said it earlier, just because
we’re all different grade levels and obviously different subjects: We all had the
same problems. We were all able to help each other with different ideas, even [if]
it was a lower-level, higher-level kind of thinking. So it definitely was nice just to
bounce ideas off each other and just to literally know . . . this year was also tough
because we don’t see each other. It just opened your eyes to show you that it’s
not . . . just because they teach first-graders, they teach kindergarten, they don’t
have the ideas to help you.
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Supportive and Personalized Leadership
Another subtheme that emerged from RQ1 and RQ2 is that induction teachers
need a safe space to discuss the daily challenges of teaching with their peers, alongside a
supportive and resourceful facilitator. This was demonstrated by responses to the focus
group, weekly check-in data, and field observation reflection. Teachers, like the students
they serve, are more engaged when their learning is personalized and customized to their
individual needs. The participants demonstrated an increase in self-efficacy because they
were more confident addressing their daily challenges as a result of the PPD.
All participants were using the PDSA Cycle for the first time. PDSA cycles ran
for 3 weeks. When asked to reflect on their use of PDSA, Ms. Kindergarten said:
I had never done a PDSA before, so I was nervous about that would look like.
After doing it, it wasn’t anything more than just being reflective. I don’t even
want to say an extra step, just something that became normal to do.
Ms. First Grade noted that it was not as huge a project as she initially thought:
Personally, it really wasn’t as huge of a . . . I thought it was going to be something
that was going to be very mind-blowing, almost something I’m going to have to
reteach and reiterate over and over again. But the ideas that I got from the group
were things that I could easily introduce at the beginning of the week, things that
weren’t super-drastic from what we were already doing—just adding a little bit or
changing something here or there. So it actually went pretty smooth and didn’t
take a lot of time for me. It didn’t take a lot of instruction time to introduce
something or change something.
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Ms. Art commented how using PDSA made her more mindful when reflecting on
her problem of practice: “For me, it wasn’t like an added task to what I was already
doing. It was just shifting my focus and making me more mindful of that thing I wanted
to work on.”
Ms. SpEd noted that the PDSA cycle formalized things she does on a daily basis
without realizing:
It’s funny because I didn’t realize I do it on a daily basis without even noticing. I
would answer the questions or, how did I do the intervention and everything like
that. I really reflected on it and noticed that I do that a lot with these. Not just her,
but I really focus on it. So I guess to do it as a daily practice.
Overall, participants noted several benefits of PPD, including the introduction of
helpful practices and reflection on the use of PDSA. Many participants shared that they
already practiced some PDSA.
PPD Intervention and Problems of Practice
In the current study, study participants derived several benefits from improvement
science PPD. Furthermore, the intervention improved participants’ problems of practice.
All teachers saw an improvement over the 5-week period. Ms. Kindergarten noted the
time spent on implementing the intervention was well worth it: “When I did it the first
time, I was like—oh, what’s going on? I’ve really confused them. Just powering through,
I just felt like it was worth it to give it a shot. Now I’ve seen growth.” Likewise, Ms.
Kindergarten noted the following:
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I really think that they’re going to be on a good path to go forward and that I have
a better source to teach those letter sounds from here on out. I am thankful for this
group and project as well as the feedback. I have seen an overall improvement in
not only letter sounds but in engagement as well!
Similarly, Ms. First Grade shared some problems of practice: “My problem of practice
was keeping my students engaged while I’m meeting with small groups.” She went on to
describe how she attempted to address this problem:
I think my specific goal was less than three reminders for 15-minute rotations.
Then I think that overall my students are definitely a lot more engaged in their
work. They’re producing better-quality work. They are motivated to get their
work done. There’s definitely been huge improvements with that from all the way
from my lower students, all the way up to my brighter students.
Ms. Art noted:
My problem of practice was that I wanted my students to be able to give their
peers specific feedback from looking at artwork. I believe my goal was for 25%
of students to be able to give specific feedback using one vocabulary word from
their unit. I definitely saw a lot of growth with the last class, because they were
given an opportunity to give feedback in a specific structured way. I think I’m
going to continue to follow some of the small informal things I do, with hopes of
having one big formal thing at the end of their unit. They will really grow a lot in
the skill.
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Ms. SpEd revealed:
So my problem of practice was to get my student to do independent work more
over a long period of time, rather than being done and calling it a day for her.
Overall, I think she has improved. I don’t really talk about myself, but my
expectations of my class are high. You saw her the other day. She’s big on first
one done. . . . She loves it.
This participant directly reported improvement that she saw in one student following the
intervention.
In conclusion, participants identified some problems of practice they face in their
daily teaching. These problems included getting students to work for long periods of time
and having students collaborate. Some participants were also able to share methods they
use to address these problems.
PPD Intervention and Teacher Self-Efficacy
In addition to developing improvement for each participant’s problem of practice,
I found that the PPD improved teacher self-efficacy for two of the three reported
problems: instructional strategies and student engagement. Participants shared
instructional strategies that helped them increase self-efficacy in these areas. Some also
provided suggestions for how to improve self-efficacy.
PPD Intervention and Teacher Self-Efficacy for Instructional Strategies.
During field observations and reflections, I observed each participant implementing the
PDSA intervention with students and took field notes to document the observation. The
data I collected through observation provided valuable information on the

63

implementation of the PDSA intervention and helped identify appropriate strategies when
making adjustments toward improvement. Table 4.4 shows main responses from the
observation reflections. Participants specified their goals of the session that were being
observed, then described the components of the lesson that worked well and those that
did not work.
Self-efficacy was determined by participants’ responses to these questions. For
example, increased self-efficacy in implementing instructional strategies could be
represented by participants’ ability to identify the successful components of an activity.
For example, Ms. First Grade shared, “Students were very excited about the change in
activities and the options for activities.” This response indicates that Ms. First Grade
experienced self-efficacy in her ability to implement this strategy of keepings students on
task during small group activities.
Table 4.4
Instructional Strategies
Observation
Reflection
Questions
Tell me about
the goals of your
lesson. What
specifically were
you trying to
accomplish?
What do you
think worked
well?

Ms.
Kindergarten
Improve student
mastery of letter
sounds.

Students enjoyed
the movement
aspect of the
sound activity.

Ms. First Grade
Students were
expected to stay
on task during
small group and
complete early
finisher
activities.

Ms. Art
Cubism: Have
students
response
appropriately to
works of art.

Ms. SpEd
Student will be
able to complete
work
independently
with reduced
teacher
intervention.

Students were
very excited
about the change
in activities and
the options for
activities.

Students enjoyed
the “guessing
game” when
responding to
peers’ art
symbols.

Student was
excited to work
toward earning
time with the art
teacher if
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student’s work
was completed.
What did not go
so well? What
change might
you introduce to
address that, and
why?

Students got too
excited and went
off tasks at
times. Model
proper behavior,
because it will
reinforce
expectations for
student
behavior.

Students were so
excited about
early finisher
activities that
they did not
complete other
activities.

Students need to
focus on using
specific
vocabulary to
help them
explain feedback
in more detail.

Student was
often distracted
and had to be
reminded of the
goal at hand.
Introduction
first, then
actions.

How will you
know that a
change that you
make is actually
an
improvement?

Students will
master at least
five letter
sounds

Students will
complete all
assignments
while remaining
on task.

Students will
demonstrate how
to give feedback
on artwork using
specific
vocabulary.

When I do not
have to
intervene as
much to keep
her on task.

The observation reflection questions helped teachers think about and identify
improvement when implementing an intervention for their problem of practice. When
teachers were able to identify areas that had improved, this improved their sense of selfefficacy. The confirmation that their applied strategies had moved the needle of
improvement was encouraging for induction teachers.
In summary, induction teachers emphasized the importance of having enough
time to plan effective instructional strategies with which to meet the varied needs of
students. Prior to PPD, during the semi-structured interview, induction teachers
commented on the instructional strategies they employed. During these interviews,
teachers indicated low self-efficacy when describing how instructional strategies are
incorporated. After the intervention, participants demonstrated increased self-efficacy in
implementing instructional strategies, as was observed during the observation sessions.
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These teachers also understood the importance of taking time to plan and use effective
instructional strategies to benefit their students.
Monitor and Adjust: Student Engagement and Teacher Self-Efficacy.
Another major finding about the PPD was that the intervention facilitated induction
teachers in monitoring and adjusting instructional strategies to maintain student
engagement. Specifically, teachers shared some challenges they faced and described how
they adjusted to address these challenges. During the intervention, weekly check-ins
facilitated the development of strategies to address these challenges. In the following
section, I discuss this finding in detail.
Ms. Kindergarten, a first-year teacher, got sick this year, like so many new
teachers do during their first year of teaching. This occurrence put her further behind:
I think my challenge was having COVID and being out, and then trying to rush to
get testing done, and not having enough time to even implement or learn the stuff
from . . . to implement in my class—so just feeling like I had a lot, not necessarily
from you. You know what I’m saying? That sounded bad. Just the testing and
stuff from teaching and then trying to still work to improve their scores otherwise.
It was just time was not my friend.
With respect to time allocated for PPD, induction teachers felt it was a very
effective way to spend their time, and they expressed how they benefited from the
collaboration with their peers. Teachers reported increased self-efficacy from interaction
with other teachers and sharing ideas. Ms. First Grade noted the following when
reflecting on the time taken to collaborate in the PPD sessions:
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It’s not as intimidating. Sometimes when you go to different seminars or different
lunch[es and] . . . talk to other people that are experts, I guess, in certain things,
you feel embarrassed to bring up little problems or you feel embarrassed—oh, I
didn’t think about that or I didn’t know that. When everyone’s on the same
playing field and everyone’s expressing concerns, you feel a lot more open about
trying to find solutions and stuff.
The weekly check-in data were essential to identifying necessary adjustments and
deciding on appropriate strategies for addressing each problem of practice. Table 4.5
shows the main ideas that induction teachers noted. This evidence demonstrates how the
PPD enabled teachers to adjust their management styles.
Table 4.5
Weekly Check-In Data
Participant
Ms. Kindergarten

PDSA Cycle Week 1
Unable to introduce
PDSA cycle due to
illness and catching
up with testing
requirements.

PDSA Cycle Week 2
Worked with another
NIC member and
learned a new way of
introducing concepts
to teach letter sounds
to students. Students
were very receptive
and enjoyed
movement
incorporated within
the lesson.
Adjustment: Some
pictures did not start
with the same letter/
sound as the picture
did. Teacher updated
pictures.
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PDSA Cycle Week 3
Students did very
well with concept and
completed
movements along
with letter sounds.
Adjustment: Next
time, remind them to
make strong choices
to be in control of
their body and voice.
Positive
reinforcement
like . . . bucks seem
to do the trick.

Ms. First Grade

Ms. Art

I changed my center
work to look similar
to their reading
centers and
incorporated an
“early finisher” shelf
on seesaw with
different games,
videos, and activities
for the students to
work on if they finish
early. Students
responded well.
Some students were
so focused on the
“early finisher shelf”
that they forgot to
complete their
seesaw work first.

New art class this
quarter. Introduced
new unit and PDSA
intervention with
focus on the
responding standard.
Students loved the
new unit—played a
guessing game to
help them respond to
others’ art symbols.

My students loved
being able to create
snowflakes with tens
and ones this week to
match our place value
standard. They
seemed really
focused on creating
something and were
able to create without
specific guidelines.
Adjustment: I will
be introducing more
hands-on activities to
be completed first. I
will also have some
hands-on games as an
“early finisher”
activity. This will
allow students to
have different options
for work.

Allotted more time to
allow each table to
share and model
proper feedback.
Adjustment: Focus
on using specific
vocabulary and
giving whole-group
feedback.
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I allowed students to
play more than once
if they had extra time,
and that is when the
students became
obsessed with
showing others and
asking everyone for
their score, so next
time they will only be
allowed one turn on
the game.
Adjustment: Some
students were so
focused on the “early
finisher shelf” that
they forgot to
complete their
seesaw work first.
Overall, my students
enjoyed the centers
and were not
disruptive to each
other.
Students enjoyed the
positive comments
from their peers
regarding their
artwork. This was a
quick and easy way
to give feedback built
into lesson closure.
Adjustment: Give
whole-group
feedback.

Ms. SpEd

PDSA intervention
introduced to student.
Student can earn time
to work with another
NIC participant, the
art teacher. The
student loves art but
has difficulty
behaving and staying
on task. Use first,
then actions and
verbal cues. Student
is excited and
willing.

Sit with teacher to get
frequent reminders to
stay on task; when
student didn’t want to
work, she did not
complete
assignments.

Student will sit with
teacher in small
group table and work
independently
completing work.
Student was able to
stay on task better.

Adjustment:
Teacher will use
more positive praise
and rewards. Increase
time with art teacher.

Adjustment:
Continue using
positive praise,
rewards, and time
with art teacher.

This table shows how teachers progressed through the intervention with weekly checkins. Teachers described a strategy they learned during the intervention session and then
noted an adjustment they would make to their own practice. For example,
Ms. Kindergarten frequently described the challenge of teaching her students new letter
sounds. She learned a new strategy from another NIC member and was able to adjust her
normal lesson plan based on this recommendation.
Another teacher, Ms. Art, struggled with a lack of time to provide student
feedback. She adjusted her typical lesson format and instead attempted to use specific
vocabulary and provide feedback to a group in order to have time. She also was able to
add in some peer feedback, which was another successful adjustment.
In summary, induction teachers described their abilities to monitor a problem and
adjust their methods to address that problem when it arose. During pre-intervention
interviews, teachers reported low self-efficacy when describing how instructional
strategies are incorporated, with each noting a specific challenge that was a struggle.
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During the PPD, teachers developed new strategies to address these by learning
from others and collaborating. After the intervention, participants demonstrated increased
self-efficacy in implementing instructional strategies. They specifically shared
adjustments they were able to make in their classrooms, which increased their own
confidence in their ability to teach and improved their students’ experiences.
Classroom Management and Teacher Self-Efficacy. A final major finding was
that teacher self-efficacy for classroom management did not improve overall with the
improvement science intervention. Study participants noted some positive changes, but
overall did not significantly improve their classroom management skills. Prior to the
intervention, several participants had identified a lack of instruction in classroom
management as a shortfall of previous professional development programs. Following the
intervention, some teachers described minor improvements in specific classroom
management tasks, but overall improvement was minimal. In the following section, I
discuss this finding in detail.
After the PPD, Ms. SpEd had a problem of practice that focused on getting
students to work for a longer period of time without going off task or becoming
disruptive. When reflecting on the use of the improvement science tools to address this
problem of practice, she noted the following: “So my problem of practice was to get my
student to do independent work more over a long period of time rather than being done
and calling it a day for her. Overall, I think she has improved.”
Ms. First Grade also focused on a problem of practice that involved keeping
students engaged and reducing disruptive behaviors during instruction: “Then I think that
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overall my students are definitely a lot more engaged in their work. They’re producing
better-quality work. They are motivated to get their work done. There’s definitely been
huge improvements.”
Ms. Kindergarten noted that classroom management remained a challenge for her:
Classroom management is one, just because people will say, “Oh, try this or try
this,” but you really just don’t know unless you’re here. I don’t know. Other
ones? I guess just another problem I’m facing is getting all of my kids in for
reading. Since I have that big gap, there’s so many groups that I don’t even know
how to fit it into my schedule. I feel like I have so much to do and a little bit of
time to get everything done.
Classroom management continues to be a struggle for inductions teachers. In all
instances, induction teachers carried out their plan for addressing classroom management,
yet these attempts often resulted in the teacher ignoring the student until a true
intervention could be made.
Teacher appeared to be unsure of how to fully address these behavior issues, so
they often just ignored or disengaged the student. Students did not always response to
classroom management interventions. A number of factors contribute to student behavior,
and many of these factors parents have no control over: student home life, medical
conditions, and issues that create obstacles to learning as a result of poverty. In a study
conducted by Laberge (2020), a teacher noted, “I know for me, what I learned in college
really did not prepare me for behavior.” This sentiment was echoed throughout this study
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and shows that induction teachers need personalized assistance when addressing
classroom management challenges.
Summary
In this study of induction teacher self-efficacy, teachers encountered
individualized as well as common problems that undermined their self-efficacy. These
challenges involved students’ not making satisfactory progression with learning their
letter sounds, keeping students engaged, and managing student behavior. Furthermore, I
found that traditional professional development did not appear to fully address these
challenges. Teachers who participated in this study demonstrated increased self-efficacy
in instructional strategies and student engagement.
From this study, four themes emerged related to problems that induction teachers
encounter and the ways in which PPD affects teacher self-efficacy: (a) planning effective
instructional strategies and teacher self-efficacy, (b) student engagement in learning and
teacher self-efficacy, (c) classroom management challenges and teacher self-efficacy, and
(d) traditional professional development and teacher self-efficacy. Teachers who
completed the intervention all continued to work on their classroom management.
In addition, induction teachers felt that the professional development they had
received was beneficial in some cases but that it fell short of contributing to their
personal growth and needs for their current teaching positions. Teachers noted the
importance of having a space, such as the NIC, to discuss the daily challenges of teaching
with their peers. The PPD intervention created an environment in which teachers felt
comfortable unveiling the issues they encounter, with study participants showing
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improvement in their sense of efficacy in instructional strategies and student engagement.
The one area that did not significantly respond to PPD intervention was classroom
management.
In conclusion, the findings of this case study of five induction teachers at one
school provided a window onto the daily challenges that induction teachers face. The
results also provided additional insight into the value of collaboration with peers in a NIC
versus traditional professional development in which an expert prepares a presentation on
a topic and disseminates the information to induction teachers.
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CHAPTER 5
RESULTS, CONCLUSIONS, AND RECOMMENDATIONS
This chapter summarizes this research study, which has examined problems that
induction teachers encounter and the ways in which PPD affects teacher self-efficacy. It
is important to note that new teachers’ level of self-efficacy directly affects their decision
about to remain in the profession. This chapter also summarizes findings related to
induction teachers’ professional development format and opportunities for flexible
planning within a NIC for induction teachers. Recommendations for future research and
effects on educational practices are also discussed.
This case study explored the experiences of induction teachers while participating
in PPD using a NIC and other tools of improvement science such as the fishbone and the
PDSA cycle. Although other studies have been conducted with induction teachers, little
research exists that specifically focuses on perceived teacher self-efficacy of induction
teachers in South Carolina in conjunction with the use of PPD and the tools of
improvement science to evaluate induction teachers’ self-efficacy.
This study used an intervention approach to explore teachers’ self-efficacy when
professional development is designed by teachers and centers on their specific needs.
Research shows that traditional professional development led by an outside consultant is
often too generic and disconnected from the specific everyday problems of practice that
teachers face (Birman et al., 2000; DeMonte, 2013; Lyons & Pinnell, 2001). This study
used PPD through a job-embedded approach that is tied to a continuous improvement
model through use of the NIC, the fishbone activity, and the PDSA model.
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Discussion of Findings
Induction teachers encountered a variety of problems when addressing student
needs. One theme that emerged from the research questions is that induction teachers’
sense of teacher self-efficacy increased when using PPD to plan effective instructional
strategies for helping students reach their academic goals. Current research has noted that
teachers who have low self-efficacy struggle to advance beyond challenging situations
and are less likely to try innovative instructional strategies (Bloomberg & Pitchford,
2016; Donohoo, 2016; Horton, 2016). Induction teachers often have not built the
repertoire needed to easily anticipate the constant changes to and adaptations of content
needed for student mastery and thus may need more time to plan effective instructional
strategies, ideally with a veteran educator.
Induction teachers were often uncertain about how to fully engage students
throughout the lesson, but they tried to busy students with numerous hands-on activities
as a way of engaging them in the learning. According to Bandura (2010), “unless people
believe they can produce desired effects by their actions, they have little incentive to
undertake activities or to persevere in the face of difficulties” (p. 470). In addition,
perseverance in engaging students requires a significant amount of pre-planning to ensure
that strategies are effective and personalized to meet students’ needs. This finding
highlights the need for PPD to focus on specific pre-planning with teachers, particularly
relating to methods of persevering when difficulties arise.
The participants noted that classroom management was by far the most
challenging area for them and was the area where they felt the least prepared to address
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issues. Research has noted that teachers who have high levels of teacher self-efficacy are
often good problem solvers, so that teachers who have higher self-efficacy and problem
solving skills may be less likely to request additional help with struggling students. In
this study, induction teachers often struggled to connect with defiant and disruptive
students. The schoolwide discipline model focuses on daily signing of a behavior contract
and student reflection on disruptive behavior. Rewards and praise are issued in an attempt
to woo students to corrective behavior but often yield only short-term results.
The participants in this study knew they needed something but struggled to
identify specifically what they needed. They felt that the other professional development
they had received had sometimes been beneficial but had often missed the mark as
concerned their personal growth and the needs of their current class. This study showed
that the NIC provided an opportunity for induction teachers to express these problems
with a researcher and other NIC participants, creating a venue for proposing meaningful
strategies to address these problems, thereby improving teachers’ sense of their teacher
self-efficacy. Efficacious teachers have a high sense of teacher self-efficacy and are often
confident and willing to think outside the box in their quest to improve student learning
(Bloomberg & Pitchford, 2016; Donohoo, 2016; Horton, 2016). The PPD in this study
used an adaptation of a NIC (grouping individual teacher-identified problems of
practice). The NIC provided a place where meaningful teacher learning could take place
without fear of judgment, which boosted teacher self-efficacy overall.
Induction teachers’ responses aligned with existing research in finding that
traditional professional development is too generic. According to a study conducted by

76

DeMonte (2013) at the Center for American Progress, traditional professional
development led by an outside consultant is often too generic and disconnected from the
everyday specific problems of practice that teachers face (DeMonte, 2013).
In addition, participants noted that when sharing the problems they encountered,
the NIC environment was welcoming and provided a comfortable space to share their
problems of practice. They often felt the need to conceal the daily challenges they faced
while exuding the perception of control and displaying a facade of “everything is good
over here.” Induction teachers were deeply relieved to find that other teachers who taught
different subjects and had varied levels of experience faced similar challenges.
The need for more personalized training developed through teachers’ demands for
PD to be a more iterative process. Also, induction teachers need a venue to discuss the
daily challenges of teaching with their peers alongside a supportive and resourceful
facilitator. In this study, this was facilitated through the NIC and demonstrated through
responses to the focus group, weekly check-in data, and field observation.
Teachers, like the students they serve, are more engaged when their learning is
personalized and customized to their individual needs. According to Hanover Research
(2013), “[p]rofessional development should provide learning opportunities that relate to
individual needs but are, for the most part, organized around collaborative problem
solving” (p. 13). Participants in this study, overwhelmingly enjoyed the PPD and noted
their excitement about participating weekly regarding a problem of practice that was
relevant and applicable to their classroom. They also appreciated that the interventions
were easily implemented and adjusted due to the high-quality feedback from the NIC.
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Race, Rurality, and Teacher Self-Efficacy
Improving teacher self-efficacy is important to improving academic outcomes for
rural and minority students. Lack of economic development in rural areas directly affects
recruitment and retention of teachers in South Carolina’s rural communities. Unable to
match the salaries, benefits, and resources offered by more affluent schools, critics argue,
high-poverty school districts, especially those in rural and urban areas, have difficulty
competing for the available supply of adequately trained teachers and consequently
employ far larger proportions of underqualified teachers (Ingersoll, 2004, p. 3).
As a result, high-poverty schools often see underqualified teachers cycle in and
out of the district, leaving marginalized students father and father behind every year.
South Carolina’s approach to education has yielded underperformance among many
student, particularly in high-minority and high-poverty schools. Gilreath (2014) notes
“The State of South Carolina . . . failed to provide a “minimally adequate” education to
poor and rural school districts” (p. 1). Legislative inaction has not benefited marginalized
students, who represent the bulk of students in the achievement gap—and in fact it may
have exacerbated the gap, increasing workload and lowering teacher self-efficacy for all
teachers, especially induction teachers. Marginalized students will likely see the greatest
effect of having a teacher with improved teacher self-efficacy. The data from this
research are critical to understanding ways of improving teacher self-efficacy as a way of
improving student outcomes.
The statics on the achievement gap for children of color and poor children in
South Carolina are staggering:
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•

“More than half of students in grades 3 through 8 failed to meet the state’s
reading and math standards last year. And that’s after the state weakened its
standards in the last two decades.” (Adcox et al., 2018, p. 2)

•

“Just one out of five black eighth graders pass the state reading and math tests.
Half of white students do.” (Adcox et al., 2018, p. 3)

•

“One in three students graduates high school unprepared for most jobs, state
tests show. That number is even worse in rural and poor districts, where some
schools fail to graduate even a dozen career-ready alumni.” (Adcox et al.,
2018, p. 3)

Any pathway forward that melds race, equity and education for an improved
educational system must start with teachers who have a high sense of teacher selfefficacy. Preparing teachers to meet the challenges students face with a grassroots
approach is vital to improving academic outcomes for all students.
It is also important to improve teacher retention during the first 5 years of
teaching. As of the 2020–2021 school year, the number of induction teachers who are
leaving the profession with fewer than 5 years of experience has increased to 42%
(CERRA, 2020), up 6% from the previous year. As Chapter 1 notes, teacher self-efficacy
levels directly affect new teachers’ decision to remain in the profession. New teachers
often weigh their sense of effectiveness with students when deciding to leave the
profession; at least 6% of new teachers leave because they feel they lack the ability to
influence student outcomes (Ingersoll & Smith, 2003; Stockard & Lehman, 2004). PPD
provides the opportunity for districts to drill down to the specific needs of induction
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teachers while giving them the tools and strategies they need to address the pressing
needs of the students they serve.
Summary of the Study
Data collected in this case study allowed in-depth analysis of teacher self-efficacy.
This case study used a qualitative approach to examine induction teachers’ perceived
self-efficacy when participating in PPD, based on their individual needs. It employed
PPD via a job-embedded approach that was tied to continuous improvement through the
PDSA model. Teachers participated in PPD using improvement science tools such as the
NIC, the fishbone activity, and the PDSA cycle to address a teacher-identified, studentcentered problem of practice. From this study, four themes emerged related to problems
that induction teachers encounter and the ways in which PPD affects teacher selfefficacy: (a) planning effective instructional strategies and teacher self-efficacy, (b)
student engagement in learning and teacher self-efficacy, (c) classroom management
challenges and teacher self-efficacy, and (d) traditional professional development and
teacher self-efficacy. Overall, induction teachers’ sense of teacher self-efficacy was
improved by participating in PPD.
Implications for Practice
Education continues to evolve. As researchers identify best practices for
educating students, they must also consider the most efficient and effective ways of
developing teachers’ skills. Evidence from this study provides a window onto the lives of
induction teachers in South Carolina and presents an opportunity for changing the ways
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in which induction teachers receive professional development and the content covered
within professional development sessions.
It is critically important that an iterative, personalized approach be used when
addressing induction teacher needs. It is also important that induction teachers be key
players in the development of professional development. In this study, it was important to
induction teachers that interventions be relevant to them and easily applied in their
classroom. This was essential to initiating the series of short-term successes that are so
significant when improving teacher self-efficacy.
Implications for practice include the valuable information this study provides to
district leaders, school administrators, and mentors as they seek to make sustainable
improvements that can support new teachers. Bryk et al. (2015) noted that “improving
teaching is not primarily a matter of getting teachers to work harder; it’s about getting
them to work smarter” (p. 27). This study provides other districts with access to data that
identify problems of practice and ways for teachers in South Carolina and beyond to use
the tools and methods of improvement science to address these problems. Replicating this
study across the State of South Carolina and in other states could help in evaluating new
and improved ways of engaging induction teachers in professional development. Ideally,
this study could be replicated in schools and districts across the state and nation to define
problems of practice trends and, in turn, create opportunities for PPD. The studentcentered problems of practice identified by participants in this study may reflect those
encountered by others in similar settings, further enhancing intervention options for other
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induction teachers. Districts can use induction teacher input in NICs to define problems
and determine applicable strategies for addressing them.
Implications for Policy
South Carolina lawmakers should closely examine the causes of induction teacher
attrition and make meaningful changes to improve retention. The legislature possesses
immense leverage and significant influence that can be used to affect induction teachers’
experiences during the difficult first 5 years of teaching:
•

Eliminate unfunded mandates and provide adequate funding for programs that
support and develop teachers throughout their career. The current study has
demonstrated the importance of providing PPD that caters to teachers’ needs,
and adequately funding induction programs would enable more teachers to
receive PPD and increase their self-efficacy in important classroom skills.

•

Allocate additional funding to increase the salary of teachers across South
Carolina, including in rural areas that may not generate significant tax
revenue. This study highlights the importance of using PPD to boost teacher
self-efficacy during the early years as a way of increasing teacher retention.
This is particularly critical for retaining teachers in rural, hard-to-staff schools,
where students have historically been marginalized. Based on current
research, teachers who have high levels of teacher self-efficacy stay in the
profession longer and significantly improve student academic outcomes.

•

Fully fund the cost per pupil to ensure that resources are available in all
schools across South Carolina. The current study highlights induction
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teachers’ struggles with classroom management. One method of addressing
this problem is to ensure that resources are available through PPD training that
will provide meaningful strategies for addressing classroom management
issues. PPD must be teacher-centered and last long enough to increase teacher
self-efficacy.
•

Incorporate PPD training and strategies for school- and district-level
administrators across the state to improve teacher self-efficacy levels. The
teachers in this study who completed the intervention had higher levels of
self-efficacy following the intervention. This training could benefit more
teachers. School- and district-level administrators should understand the value
of PPD and incorporate in-house PPD as part of the district’s professional
practices.

•

Allocate funds to implement a replication of this study across South Carolina.
To expand teacher PPD across the state, policymakers must allocate funding
for trained NIC facilitators. The current study offered preliminary findings on
a small sample of teachers, but more research is needed to better understand
the ways in which PPD affects teachers’ self-efficacy.

•

Implement a task force that will strategize and implement ways of reducing
teacher workload across South Carolina. This study highlights some of the
many challenges induction teachers face when trying to balance teacher
workload and student mastery of skills. It is important to fully evaluate
workload expectations of teachers across the state and provide additional
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funding and support to reduce teacher workload. Reducing teacher workload,
particularly for induction teachers, will help boost teacher self-efficacy and
thus support teacher retention.
Recommendations for Future Research
In addition to recommendations for policy, several future research directions are
indicated by the current study. First, because all participants were from a single school,
future studies could focus on participants from several schools to gather a diversified
group with varied experiences and problems of practice.
Second, future research should include participants based on the type of
preparation they underwent to become a teacher. For example, a study including a group
of teachers who were prepared through a traditional teacher preparation program versus
teachers from an alternative teacher certification program might yield greater insights
into what kind of PPD teachers need and what kinds of problems they encounter. Such a
study would provide information about the comparative teacher self-efficacy of those
prepared in an alternative program.
Another study design that would offer insights into how PPD affects teacher selfefficacy would be a comparative study of induction teachers and veteran teachers. Such a
study would evaluate similarities and differences in the problems they encounter and the
types of interventions identified during NIC discussions.
Finally, a study should be conducted of pre-service teachers matriculating in a
traditional teacher preparation program that implements PPD, with a view to determining
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whether participation in PPD facilitates a smoother transition during the induction teacher
years.
Conclusion
Induction teachers are exiting the profession long before they approach retirement
age. Nationally, research has shown that a significant number of teachers leave the
profession within their first 5 years of teaching (Fantilli & McDougall, 2009; Hong,
2010; Hughes, 2012; Lindqvist et al., 2014). This trend is hindering student achievement,
particularly among poor and minority students, and thus warrants investigation into
induction teachers’ sense of their teacher self-efficacy (Johnson et al., 2005).
When I started this study, CERRA noted that in 2018–2019, 36% of teachers in
South Carolina who had 5 or fewer year of experience did not return to teaching the
following year. As of the 2020–2021 school year, that number is 42% (CERRA, 2020).
Based on these data, an intervention is needed to improve teacher retention by increasing
teacher self-efficacy. Analysis of teacher retention data shows that focusing on
developing efficient ways of providing PPD to induction teachers is a worthwhile
mission. Teachers are an essential component of children’s development and play a
crucial role in the education system as a whole (Hattie, 2009). Accordingly, the success
of the U.S. educational system depends to a great degree on teachers’ competence at and
confidence in facilitating curriculum and meeting student needs.
The findings from this study support the existing literature on the importance of
teacher self-efficacy. This study provides another strategy for increasing teacher selfefficacy, which is a factor when teachers decide to exit the profession, by providing them
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with tools for alleviating problems of practice that are important to them. Using
improvement science to provide PPD to induction teachers is a tangible way of
connecting research with the problems encountered by participants. Unmasking the
problems of practice encountered by induction teachers and developing those teachers as
improvement scientists equips them with strategies for addressing these issues, with a
view to making teaching a more desirable profession and thus fostering sustainability.
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Appendix A
Teachers’ Sense of Efficacy Scale (Short Form)

Note. From Zai, S. A. Y., Munshi, P., & Zai, Z. I. Y. (2016). Construct validity to
examine the latent traits of teacher self-efficacy instrument. Advances in Social Sciences
Research Journal, 3(4), 74–83.
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Appendix B
Semi-Structured Interview Protocol
My name is Natasha Harvin-Wright, and I will be facilitating this interview to gather
information on induction teacher self-efficacy. South Carolina, like many states, struggles
to retain induction teachers—those who are in their first 5 years of teaching. Teacher selfefficacy has been shown to influence teacher persistence. The purpose of this study is to
understand the effect a PPD intervention that uses improvement science strategies has on
induction teachers’ sense of their teacher self-efficacy, with a view to understanding
whether this intervention can be used to support teacher self-efficacy and thereby
promote retention. Findings and recommendations from this study could help other
districts in South Carolina and across the nation identify problems of practice and ways
that teachers can use tools and methods of improvement science to address these
problems. Ideally, this study could be replicated in schools and districts across the state
and nation to define problems of practice trends and, in turn, create opportunities for
PPD. You were selected because you are a teacher in Blakely County School District
with 5 or fewer years of teaching experience. You may opt out of participation at any
time, in which case all study data associated with you will be destroyed. If you would like
to stop the interview at any time, please say “Stop” and all questions will cease. If you
are ready to proceed, we will start with a series of questions designed to gain information
on teacher self-efficacy, level of knowledge of improvement science, and the type of
professional development you have received.
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Appendix C
Semi-Structured Interview Questions
1.

One current focus in education is on student engagement. Tell me about how you
engage students in learning.

2.

How do you help your students value learning?

3.

How do you motivate students who show low interest in schoolwork?

4.

What strategies do you use to get students to believe they can do well in
schoolwork?

5.

How do you adjust your lessons to accommodate the proper level for individual
students?

2.

How do you vary assessment strategies to determine student learning?

3.

Suppose I were to visit your classroom. What instructional practices would I see?

4.

How do you improve the understanding of a student who is failing?

5.

What strategies have you used to help your students think critically?

6.

Describe any alternative strategies you have implemented in your classroom and
how students responded to the intervention.

7.

How do you provide appropriate challenges for high-performing students?

8.

How do you gauge student comprehension of what you have taught?
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9.

Managing a classroom can be a challenge for both new and veteran teachers, and
the needs related to classroom management can change from year to year. Tell me
about your classroom management approach:
a.

How do you establish a classroom management system with each group of
students?

b.

How do you know students understand and are clear about expectations
for student behavior?

c.

How do you go about getting through to the most difficult students?

d.

How do you respond to defiant students?

e.

How do you keep a few problem students from ruining an entire lesson?

10.

What would you say are the main challenges you faced as a new teacher?

11.

Tell me about the professional development that you have received.

12.

What supports do you think you need in order to be the most effective teacher you
can be?

13.

Do you have any background or experience with improvement science? If so,
describe it.

14.

Do you have any additional comments for feedback you would like to share at this
time?
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Appendix D
Observation Reflection Questions
•

Tell me about the goals of your lesson. What specifically were you trying to
accomplish?

•

What do you think worked well?

•

What did not go so well? What change might you introduce to address that, and
why?

•

How will you know whether a change that you make is actually an improvement?

•

Do you have any additional comments for feedback you would like to share at this
time?
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Appendix E
Weekly Check-In Questions (PDSA Cycles 1, 2, and 3)

Questions
How did you
introduce the PDSA
intervention to your
student-centered
problem of practice?

Predictions
Instrument(s)/Measures(s) What do we think
What data will be
will happen? What
Response collected?
will the data tell us?

How did your students
respond to the PDSA
intervention?
What do you think
worked well?
What did not go so
well?
What change might
you introduce to
address that, and why?
Do you have any
additional comments
for feedback you
would like to share at
this time?
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Results
(completed
after data
collection)

Appendix F
Final Focus Group Guiding Questions
1.

What was the problem of practice you investigated as part of this study, and what
is your perception regarding the impact of your intervention on your problem of
practice?

2.

What was your experience in using PDSA in your classroom?

3.

How would you describe your experience using a NIC for PD?

4.

Describe challenges you encountered throughout any phase of the study.

5.

Describe your experiences in the PD sessions. How would you characterize those
overall?

6.

What have you learned through participating in this study?

7.

What additional supports are needed for you, or what suggestions for support do
you have for other induction teachers?

8.

Do you have any additional comments for feedback you would like to share at this
time?
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